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Abstract

This study aimed to investigate the beliefs of the kindergarten teachers in the
UAE Ministry of Education on the assigned teaching and assessment reading
strategies and to explore the implementation in teaching and assessment in Al Ain
KG Literacy focus sessions. A questionnaire on teacher beliefs was distributed to 231
teachers in 26 Al Ain kindergartens and the convenience sample was conducted for
this instrument. A random sample of 17 English teachers employed at 4 of the
kindergartens was then observed for their implementation of reading strategies in the
classroom. The participants were all from Al Ain city with at least four years of
teaching experience. The data from the questionnaire showed that participants
believed the teaching strategy ‘reading aloud’ was the most important reading
strategy with ‘facial expressions’ and ‘gestures’ believed to be important as well.
‘Using context clues’ and ‘partner reading strategies’ were believed to be of the least
importance. For reading assessment, the majority of participants believed that
‘pointing to words in a sentence’ was the most commonly used reading assessment
strategy while ‘identifying words that can be broken up into syllables’ was believed
to be of the least value. The observational data collection showed that participants
frequently used oral language, letter knowledge, print awareness and phonemic
awareness as teaching strategies while questioning, phonemic awareness and print
awareness were implemented as assessment strategies. ‘Guided reading’ and
‘retelling a story’ were applied the least. Based on the findings, recommendations are
made to inform the Ministry of Education on teacher beliefs, to make suggestions to
increase the implementation of all strategies required by the Ministry of Education
and to suggest changes to the strategies required.
Keywords: Teaching Reading Strategies, Reading Assessment, KG English
Teachers, Al Ain KG Schools, Beliefs, Use.
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)Title and Abstract (in Arabic

دراﺳﺔ آراء ﻣﺪرﺳﻲ اﻟﻠﻐﺔ اﻻﻧﺠﻠﯿﺰﯾﺔ ﺣﻮل اﺳﺘﺮاﺗﯿﺠﯿﺎت ﺗﻌﻠﯿﻢ وﺗﻘﯿﯿﻢ اﻟﻘﺮاءة
وﻣﻤﺎرﺳﺎﺗﮭﺎ ﻓﻲ ﻣﺪرﺳﺔ رﯾﺎض اﻷطﻔﺎل ﻓﻲ ﻣﺪارس اﻟﻌﯿﻦ
اﻟﻤﻠﺨﺺ

اﻟﮭﺪف ﻣﻦ اﻷطﺮوﺣﺔ ھﻮ ﺗﺴﻠﯿﻂ اﻟﻀﻮء ﻋﻠﻰ آراء ﻣﺪرﺳﻲ ﻣﺮﺣﻠﺔ رﯾﺎض اﻷطﻔﺎل ﻓﻲ
وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ ﺑﺸﺄن أﺳﺎﻟﯿﺐ ﺗﻌﻠﯿﻢ اﻟﻘﺮاءة وطﺮق اﻟﺘﻘﯿﯿﻢ اﻟﻤﺴﺘﺨﺪﻣﺔ ﻓﻲ ﻣﺪارس رﯾﺎض
اﻷطﻔﺎل اﻟﺤﻜﻮﻣﯿﺔ ﻓﻲ ﻣﺪﯾﻨﺔ اﻟﻌﯿﻦ ﻓﻲ دوﻟﺔ اﻹﻣﺎرات اﻟﻌﺮﺑﯿﺔ اﻟﻤﺘﺤﺪة .ﯾﻜﻤﻦ ھﺪف ھﺬه اﻟﺪراﺳﺔ
إﻟﻰ ھﺪﻓﯿﻦ أﺳﺎﺳﯿﻦ :أوﻟﮭﺎ ﺟﻤﻊ آراء اﻟﻤﻌﻠﻤﯿﻦ ﺣﻮل اﻻﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺨﺎﺻﺔ ﺑﺄﺳﺎﻟﯿﺐ ﺗﻌﻠﯿﻢ وﺗﻘﯿﯿﻢ
اﻟﻘﺮاءة ﺑﯿﻨﻤﺎ اﻟﮭﺪف اﻵﺧﺮ ﯾﻜﻤﻦ ﻓﻲ ﻣﻘﺎرﻧﺔ أﺳﺎﻟﯿﺐ ﺗﻌﻠﯿﻢ اﻟﻘﺮاءة و طﺮق اﻟﺘﻘﯿﯿﻢ اﻟﻤﺘﺎﺣﺔ ﺑﻮاﻗﻊ
اﻟﺘﺪرﯾﺲ ﺧﻼل ﺣﺼﺺ اﻟﻘﺮاءة اﻟﺼﻔﯿﺔ.
ﺗﺘﺒﻨﻰ ھﺬه اﻟﺪراﺳﺔ ﻣﺰﯾﺠﺎ ً ﻣﻦ اﻷﺳﺎﻟﯿﺐ ﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ اﻷﺳﺌﻠﺔ اﻟﻤﺘﻌﻠﻘﺔ ﺑﺎﻟﺒﺤﺚ .ﻗﺎﻣﺖ
اﻟﺒﺎﺣﺜﺔ ﺑﺎﺳﺘﺨﺪام ﻣﺠﻤﻮﻋﺔ ﻣﻦ اﻷﺳﺎﻟﯿﺐ اﻟﻜﻤﯿﺔ واﻟﻨﻮﻋﯿﺔ ،ﺣﯿﺚ ﺗﻢ ﺟﻤﻊ اﻟﺒﯿﺎﻧﺎت اﻟﻜﻤﯿﺔ ﻣﻦ
ﺧﻼل اﺳﺘﺨﺪام اﻻﺳﺘﺒﯿﺎن ﻛﻤﺮﺣﻠﺔ أوﻟﯿﺔ وﯾﻠﯿﮭﺎ ﻗﺎﻣﺖ اﻟﺒﺎﺣﺜﺔ ﺑﺠﻤﻊ اﻟﺒﯿﺎﻧﺎت اﻟﻨﻮﻋﯿﺔ ﺑﺎﺳﺘﺨﺪام
اﻟﻤﻼﺣﻈﺎت اﻟﺼﻔﯿﺔ ﻣﻊ ﻋﺪد ﻣﻦ اﻟﻤﻌﻠﻤﺎت اﻟﻤﻌﻨﯿﯿﻦ .ﻗﺎﻣﺖ اﻟﺒﺎﺣﺜﺔ ﺑﺘﻮزﯾﻊ اﻻﺳﺘﺒﯿﺎن ﻋﻠﻰ 231
ﻣﻌﻠﻢ ﻣﻦ أﺻﻞ  26ﻣﺪرﺳﺔ ﺣﻜﻮﻣﯿﺔ ﻓﻲ ﻣﺪﯾﻨﺔ اﻟﻌﯿﻦ وﺿﻮاﺣﯿﮭﺎ ،ﺑﯿﻨﻤﺎ ﺗﻢ ﻣﺸﺎھﺪة ﺣﺼﺺ ﺻﻔﯿﺔ
ل  17ﻣﻌﻠﻤﺔ ﻟﻐﺔ إﻧﺠﻠﯿﺰﯾﺔ وﺗﻢ اﺧﺘﯿﺎرھﻢ ﻣﻦ أﺻﻞ أرﺑﻊ ﻣﺪارس ﻣﺘﻮاﺟﺪة ﻓﻲ إﺣﺪى ﻣﻨﺎطﻖ ﻣﺪﯾﻨﺔ
اﻟﻌﯿﻦ.
ﺳﻠﻄﺖ اﻟﻨﺘﺎﺋﺞ اﻟﺘﻲ ﺗﻢ اﻟﺤﺼﻮل ﻋﻠﯿﮭﺎ اﻟﻀﻮء ﻋﻠﻰ اﻟﻮﺿﻊ اﻟﺤﺎﻟﻲ ﻟﻠﻘﺮاءة ﻓﻲ ﻣﺪارس
رﯾﺎض اﻷطﻔﺎل .ﺣﯿﺚ أظﮭﺮت ﺑﯿﺎﻧﺎت اﻟﺒﺤﺚ اﻟﻜﻤﻲ أن اﻟﻤﺸﺎرﻛﯿﻦ ﯾﻌﺘﻘﺪون أن اﺳﺘﺮاﺗﯿﺠﯿﺔ
اﻟﺘﺪرﯾﺲ "اﻟﻘﺮاءة ﺑﺼﻮت ﻋﺎ ٍل" ﻛﺎﻧﺖ اﻷﻛﺜﺮ أھﻤﯿﺔ ﻣﻊ "ﺗﻌﺒﯿﺮات اﻟﻮﺟﮫ" و "اﻹﯾﻤﺎءات" اﻟﺘﻲ
ﻀﺎ .ﯾﻌﺘﻘﺪ أن "اﺳﺘﺨﺪام أدﻟﺔ اﻟﺴﯿﺎق" و "اﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﻘﺮاءة ﻣﻊ اﻟﺸﺮﯾﻚ" ھﻲ
ﯾﻌﺘﻘﺪ أﻧﮭﺎ ﻣﮭﻤﺔ أﯾ ً
اﻷﻗﻞ أھﻤﯿﺔ .أﻣﺎ اﻟﺠﺎﻧﺐ اﻵﺧﺮ ﻣﻦ اﻻﺳﺘﺒﯿﺎن ﻓﻜﺎﻧﺖ ﺗﺘﻤﺤﻮر ﻋﻦ اﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﺘﻘﯿﯿﻢ اﻟﻤﺴﺘﺨﺪﻣﺔ
ﻓﻲ اﻟﻘﺮاءة .اﻋﺘﻘﺪ ﻏﺎﻟﺒﯿﺔ اﻟﻤﺸﺎرﻛﯿﻦ أن "اﻹﺷﺎرة إﻟﻰ اﻟﻜﻠﻤﺎت ﻓﻲ ﺟﻤﻠﺔ" ھﻲ اﺳﺘﺮاﺗﯿﺠﯿﺔ ﺗﻘﯿﯿﻢ
اﻟﻘﺮاءة اﻷﻛﺜﺮ اﺳﺘﺨﺪا ًﻣﺎ اﻟﻤﻄﺒﻘﺔ ﻓﻲ اﻟﻔﺼﻞ  ،ﺑﯿﻨﻤﺎ ﯾُﻌﺘﻘﺪ أن "ﺗﺤﺪﯾﺪ اﻟﻜﻠﻤﺎت اﻟﺘﻲ ﯾﻤﻜﻦ ﺗﻘﺴﯿﻤﮭﺎ
إﻟﻰ ﻣﻘﺎطﻊ" ھﻮ اﻷﻗﻞ اﻟﻘﯿﻤﺔ .ﺑﺎﻟﻨﺴﺒﺔ ﻟﻠﻤﻼﺣﻈﺔ اﻟﺼﻔﯿﺔ ﻓﺘﻢ ﺗﺴﻠﯿﻂ اﻟﻀﻮء أﯾﻀﺎ ﻟﻄﺮق اﻟﺘﻘﯿﯿﻢ ﻓﻲ
اﻟﻘﺮاءة .أظﮭﺮت اﻟﻨﺘﺎﺋﺞ أن اﻟﻤﺸﺎرﻛﯿﻦ ) (17ﻣﻌﻠﻤﺔ ﯾﻔﻀﻠﻮن اﺳﺘﺨﺪام اﻟﻠﻐﺔ اﻟﺸﻔﮭﯿﺔ ﺑﺸﻜﻞ
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ﻣﺘﻜﺮر ،وﻣﻌﺮﻓﺔ اﻟﺤﺮوف ،واﻟﻮﻋﻲ اﻟﻤﻄﺒﻮع ،ﺛﻢ اﻟﻮﻋﻲ اﻟﺼﻮﺗﻲ ﻛﺎﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﻘﺮاءة اﻷﻛﺜﺮ
اﺳﺘﺨﺪاﻣﺎ ،ﺑﯿﻨﻤﺎ ﺗﻢ اﺳﺘﺨﺪام اﻷﺳﺌﻠﺔ واﻟﻮﻋﻲ اﻟﺼﻮﺗﻲ واﻟﻮﻋﻲ اﻟﻤﻄﺒﻮع ﻛﺎﺳﺘﺮاﺗﯿﺠﯿﺎت طﺮق
اﻟﺘﻘﯿﯿﻢ اﻷﻛﺜﺮ ﺗﻄﺒﯿﻘﺎ ﻓﻲ اﻟﻔﺼﻞ اﻟﺪراﺳﻲ .ﻣﻦ ﺟﮭﺔ أﺧﺮى ﺗﻢ ﻣﻼﺣﻈﺔ ﺗﻄﺒﯿﻖ "اﻟﻘﺮاءة اﻟﻤﻮﺟﮭﺔ"
و "إﻋﺎدة ﺳﺮد اﻟﻘﺼﺔ" ﻋﻠﻰ أﻧﮭﻢ أﻗﻞ اﻻﺳﺘﺮاﺗﯿﺠﯿﺎت ﺗﺪاوﻻً ﻓﻲ اﻟﺼﻔﻮف اﻟﺪراﺳﯿﺔ.
ﺗﻌﺘﺒﺮ ﻣﺨﺮﺟﺎت ھﺬه اﻟﺪراﺳﺔ ﻣﮭﻤﺔ ﺣﯿﺚ أﻧﮭﺎ ﺗﻌﻤﻞ ﻋﻠﻰ إﺛﺮاء اﻷدب اﻟﺒﺤﺜﻲ ﻟﻤﻔﮭﻮم
ﻗﺮاءة اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ ﻛﻠﻐﺔ ﺛﺎﻧﯿﺔ ﻓﻲ رﯾﺎض اﻷطﻔﺎل .وﻣﻦ ﺟﮭﺔ أﺧﺮى ﺗﺴﻌﻰ ﻹﺿﺎﻓﺔ اﻟﻔﺎﺋﺪة
ﻋﻠﻰ اﺳﺘﺮاﺗﯿﺠﯿﺎت ﺗﻌﻠﯿﻢ وﺗﻘﯿﯿﻢ اﻟﻘﺮاءة .ﻓﺒﻨﺎ ًء ﻋﻠﻰ ﻧﺘﺎﺋﺞ اﻟﺪراﺳﺔ ،ﺗﻢ ﺗﻘﺪﯾﻢ ﻋﺪد ﻣﻦ اﻟﺘﻮﺻﯿﺎت
ﻹﺑﻼغ وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ ﺑﻤﻌﺘﻘﺪات اﻟﻤﻌﻠﻤﯿﻦ وﺑﺸﺄن اﻗﺘﺮاﺣﺎت ﻟﺰﯾﺎدة ﺗﻨﻔﯿﺬ ﺟﻤﯿﻊ اﻟﻤﮭﺎرات
اﻹﻧﺠﻠﯿﺰﯾﺔ اﻟﺘﻲ ﺗﻄﻠﺒﮭﺎ وزارة اﻟﺘﺮﺑﯿﺔ واﻟﺘﻌﻠﯿﻢ وذﻟﻚ ﻋﻦ طﺮﯾﻖ اﻟﺘﻨﻮع ﻓﻲ اﺳﺘﺨﺪام
اﻻﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﻘﺮاءة واﻟﺘﻘﯿﯿﻢ.
ﻣﻔﺎھﯿﻢ اﻟﺒﺤﺚ اﻟﺮﺋﯿﺴﯿﺔ :ﺗﺪرﯾﺲ اﺳﺘﺮاﺗﯿﺠﯿﺎت اﻟﻘﺮاءة ،ﺗﻘﯿﯿﻢ اﻟﻘﺮاءة ،ﻣﺪرﺳﻲ اﻟﻠﻐﺔ اﻹﻧﺠﻠﯿﺰﯾﺔ
ﻓﻲ رﯾﺎض اﻷطﻔﺎل ،ﻣﺪارس اﻟﻌﯿﻦ ﻟﺮﯾﺎض اﻷطﻔﺎل ،اﻟﻤﻌﺘﻘﺪات ،اﻟﺘﻄﺒﯿﻖ.
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Chapter 1: Introduction

1.1 Overview
The development of early literacy skills is foundational for children to
become successful readers. The learning process is thought to be an ongoing cycle
that involves numerous methods, procedures, and practices so as to sustain children’s
development during a specific time frame, and to teach how to tackle circumstances
and conditions. According to the National Association for Young Children’s
Education (NAEYC), reading has been reported as an acquired skill and it is
continuous learning that does not develop naturally. Child development is
consequently defined as a process in which human beings typically grow from
infancy to adulthood life. This process of growth contains changes in their physical,
social and cognitive growth. Thus, child development refers to the changes that take
place naturally in humans from birth to an approximate age of 17 (Dickinson and
Sprague, 2012).
This chapter begins with a definition of the term ‘reading’ and its enactment.
This definition is followed by a definition of reading strategies applicable to the
focus developmental age and status of kindergarten children whose native language
is not English.
1.2 Reading
Reading and reading comprehension are considered to be important elements
of early childhood education. In fact, early reading involves teaching children to
acquire words and sounds. Reading is an active process in which readers use
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strategies to extract meaning from a text, therefore, it provides readers with
opportunities to use a skill that helps them to develop a more complete picture of
passages they read. Secondly, it helps readers to recognize the prior knowledge they
bring to texts which may allow them to improve their comprehension. Finally, it may
lead learners to a deeper understanding of literacy as it requires children to interact
with the text. Reading, therefore, is very important for an early age as it focuses on
how to spark student’s interest with regard to English and how they build up their
language learning. Reading, therefore, can be defined as a conscious and
unconscious thinking process that requires readers to apply strategies to reconstruct
the meaning that the author is assumed to have intended (Neuman and Bredekamp,
2012).
Early childhood education has a significant impact on preparing preschool
English Language Learners (ELLs) to be successful in schools later. Preschools are
considered to be a path for every child to develop his/her basic foundational skills in
both language and literacy. Those children will be ready to learn the skills of reading
and the skills of writing which will make a huge difference in how they learn in
kindergartens (Goldman, 2012).
Accordingly, interactive reading strategies for both teaching and assessment
were selected as the focus area for this research study to evaluate children’s reading
skill. However, there are other reasons the researcher considered this research to be
important. Despite the fact that reading skills have been integrated across the
curriculum, the way of teaching those skills was not delivered effectively in most
Emirati government schools prior to ADEK. In my generation, It was done by
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reading a text-book which the teacher read aloud, answered questions and copied
from the board.
There was no interest or desire in reading which may have been due to lack of
resources, limited access to English texts and the traditional approach that teachers
historically used to teach. In addition to this, throughout history, the Emiratis had not
placed importance on reading or literacy because the oral culture was being viewed
as a longstanding tradition. Lack of understanding of the value of reading books and
being exposed to other people reading was another issue, despite the fact ‘Igraa’ was
the first word that was being mentioned in the Quran. The first Umma had not,
unfortunately, practiced what is required. This was the first word mentioned and
revealed in the Quran. Knowledge and education therefore are a commandment that
should be sought. It shows how important knowledge is so within the Nation and
therefore, reading should not be neglected. It is significant and timely then, that this
study focuses on the Ministry requirements for interactive reading as the Nation has
truly started to pay attention to the value of reading and its implementation in schools
– from Kindergarten onwards.
1.3 Stages of Reading Theory
This theory claims that teachers can plan better for the learner's educational
needs by understanding the stages of a child’s reading development. Theoretical
stage models such as that of Chall (2014) believes that children's reading is in phases
of word identification and that learners are increasing the number of strategies used
in reading as they develop their reading skills. A beginner still has lower phased
reading approaches available as they integrate more complex reading skills in later
stages. Word identification has four stages: pre-alphabetic, partial alphabetic, full
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alphabetic and consolidated aliphatic (Molfese et al., 2011). The following paragraph
will discuss the general views of the first stage only because it relates to the age of
KG students in this current study, although children move through different stages of
reading growth. The child develops through the different stages of reading
development, trying to master speaking before reading. This study will thus focus
only on the first stage of reading development from which the interactive teaching
and assessment reading skills have been arrived at by ADEK and then, transferred to
the Ministry of Education.
Stage 0 (pre-reading-birth age 6): children learn several prerequisites for
reading at this stage such as identify a few alphabet letters and name letters, read a
few words, have knowledge of books. One of the key factors of this stage is that the
child is dialogical and able to somehow become familiar with, and identify with, a
few alphabetic letters, read a few words and have knowledge about books and print
names (Chall, 2014).
1.4 Contex of the United Arab Emirates (UAE)
The United Arab Emirates (UAE) education system is relatively new and
structured to encounter the standards of global education. It is attempting to reach the
top level of global status in education (National Early Literacy Panel, 2018). The
educational programs have great potential in impacting the long-term results of
teaching and learning. In the area of early childhood education this potential
increases due to the sensitivity of the stages of young learners.
Kindergarten schools within MoE comprise of two grades – KG1 and KG2.
Children may enroll in KG1 from the age of three and eight months whereas children
whose age is four and five months enroll in KG2. In terms of teaching in a KG
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Classroom, ADEK requires all teachers to work as equal partners to facilitate
learning for both levels of KG1 and KG2. English-Medium Teachers (EMTs) and
Arabic-Medium Teachers (AMTs) share classroom learning where they share their
teaching expectations and responsibilities for all subject matters. Two teachers have
typically been placed in each classroom Arabic Medium Teachers (AMTs) are
responsible for Arabic, Civics and Islamic Studies with an allocation of 15 periods
and English Medium Teachers (EMTs) have primary responsibility for English,
Math, and Science with an allocation of 30 periods each week. Teachers come from
different nationalities; EMTs are mostly recruited from Canada, the United States,
the United Kingdom, New Zealand, Ireland, South Africa, and Australia. There is a
growing number of Emirati English Medium Teachers (EEMTs) being hired in
public schools. The majority of the AMTs teachers are Egyptian, and the others are
Emirati, Jordanian, and Syrian. There are no 'specialist' teachers allocated to KG
schools. Both AMT and EMT teachers are responsible for the Visual Arts, Music
Education, and Health and Physical Education. The selected schools were located in
a large rural town within Al Ain city's boundary. The majority of the town's
population come from other Arab countries in addition to the UAE; such as, Syria,
Egypt, Sudan, Yemen, and Oman, so the background of children in the schools is
seen as a mixed community. ADEK obliges schools to follow the bi-literacy model
where the students are expected to learn integrated language and content that assist
the development of both English and Arabic. The aim is to enhance the four language
skills - reading, listening, writing and speaking of students in both languages and
activate their prior knowledge by deliberately weaving literacy outcomes in both
languages through a theme (ADEK, 2012).
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Teachers now follow the MoE learning outcomes which are created by
curriculum advisors and provided to all schools. Teachers are required to follow the
MoE outcomes. They are not involved in the process of creating the outcomes but are
responsible for their implementation. This study then aims to explore whether
teachers perceive the Ministry interactive reading outcomes as important, to then
feedback to the curriculum advisors. The study also seeks to explore whether the
strategies are being implemented according to the Ministry plan. It is essential to
collect data of this nature to inform the curriculum review process and to ensure
learner success on the outcomes.
The process of the educational reform system therefore, seeks to meet the
requirements of society for a comprehensive education that starts from Kindergarten
(KG) level until secondary as well as university education. Its goal is to ensure that
individual UAE learners are fully prepared to enter universities around the world as
well as compete in the global marketplace. It concentrates on having an independent
and talented population who will successfully graduate. It is crucial to note that the
educational sector has improved tremendously to meet the needs of individuals for a
formal education (ADEK, 2012).
According to Chen and Dote-Kwan (2018), the literacy rate of the UAE has
improved exponentially between the period of 2000 and 2007. The percentage was
53% of the poluation who are literate, but now this rate has increased to almost 90%.
Within the United Arab Emirates (UAE), Early Childhood Education is
aimed at providing many developmentally appropriate educational opportunities that
focus on child-centeredness. It serves the needs of children aged 0-4 years old and it
takes the region's diversity and UAE's cultural identity into consideration. These
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factors influence the child's life creatively, socially, physically, linguistically,
cognitively, and their emotional development (ADEK, 2012).
The curriculum therefore, has changed and become much more interactive
and engaging; students are now active learners. The change in the curriculum was
introduced in 2012. An example of this is that ADEK created a system to establish
reading routines across the Abu Dhabi Emirate including, Al Ain and West Region
schools. ADEK runs an annual campaign called 'Abu Dhabi Reads' which has been
added to the curriculum as a necessary component. This program targets all students
from pre-school up to the higher grades.
This year it is in its third round. All schools that follow ADEK should have
participated in the response to ADEK's initiative of 'Abu Dhabi Reads'. The contests
and activities should be supported in both languages - Arabic and English - and
incorporates parental involvement. It intends to encourage students to learn, to foster
a love for reading and to enrich the knowledge in terms of; (1) knowledge, (2) read
for innovation, (3) inspiration and (4) fun (ADEK, 2012.).
1.5 Transtion Year from ADEK to MoE
The unification of the education system across all UAE schools has created
an education system for a world-class, competitive, knowledge-based society to meet
job market requirements. It ensures educational quality and efficiency across the
Emirates while providing excellent services to students and everyone working in the
field of education.
The UAE Ministry of Education (MoE) and the Abu Dhabi Department of
Education and Knowledge (ADEK) announced the alignment of the Abu Dhabi
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education system with the Emirates School Model (ESM) federal education system
to improve educational quality and develop a standard education program across the
UAE. Al-Shaiba and Al-Sheyani (2017) stated that the alignment between the ADEK
and the MoE means that there is a standardization of policies and curricula in all
public schools across the UAE; an increase in the educational system's productivity
and an assurance of the best use of available resources as well as the creation of a
strong strategic plan to improve the performance of education in the UAE (Al-Shaiba
and Al-Sheyani, 2017). This transition was started at the beginning of the academic
year 2018 and 2019. All the responsibilities and tasks were allocated to the MoE
across all the public schools in the UAE. However, in KG schools, the AMTs and
EMT's roles stayed the same as they were under ADEK. It was decided that the
AMTs would teach Arabic, Islamic, and Social Studies in Arabic, whereas EMTs
would teach English, Maths, and Science in English. The EMTs would be teaching
across two classes, whereas the AMTs would teach only one class.
MoE would track schools in the Abu Dhabi Emirate to ensure that they
comply with its regulations, laws, and policies. At all points of the educational
process, ADEK will constantly be aware of the outcomes of the supervision. The
MoE and ADEK formed a committee to electronic education systems and review
smart technologies, including data management for students, while taking into
account appropriate approaches and standardization across the UAE. His Excellency
reaffirmed the commitment by the Ministry of Education to provide all grades with
textbooks for the 2017-2018 academic year.
The integration of the education system throughout the UAE creates a
consolidated national education and standard system to ensure that teachers meet the
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required needs to teach the curriculum with success. This will be measured and
maintained at the beginning of the academic year during the specialized training
week. ADEK and MoE are expected to standardize the performance training model
for efficiency.
1.6 Teacher Beliefs in Reading Strategies
As it is generally accepted in the field of language teaching, teachers have an
important role in promoting the use of reading strategies for students. Therefore, they
should have the motivation to integrate reading strategies into daily reading activities
and they also should instruct students on strategies. The more teachers perceive the
importance of using reading strategies the more it is predicted that they would use
them. In essence, teacher beliefs intensely affect their own consciousness and hence,
their teaching attitudes, learner development and methods and techniques (Lee,
2014). Teachers’ positive beliefs about teaching techniques or strategies will affect
their teaching performance in the classroom positively. According to Lee (2014),
beliefs are psychologically retained understandings, propositions or premises about
the world which are believed to be true.
In Abu Al Khair (2014) study, she states that beliefs are simply defined as
values, attitudes, opinions, judgments, ideology, action strategies, conceptions,
preconceptions, perspectives, practical principals, rules of practice, explicit theories,
implicit theories, and personal theories. In their study, she notes that beliefs are basic
constructs which deal with human behavior and learning in every discipline. They
also state that teacher beliefs impact the classroom practices they implement, their
teaching attitude, consciousness, teaching policies and teaching methods. He also
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stresses that teachers’ beliefs have a significant influence on teaching behavior and
on student development.
As reported by Johnson (2011, p. 439), research on teacher beliefs involves of
three fundamental premises: (1) teachers beliefs impact their judgment and beliefs,
(2) teacher beliefs play a part in translating the information of teaching into
classroom practices, (3) understanding teachers’ beliefs is crucial to improving both
teacher education programs and teaching practices. Based on these assumptions, it
may be said that the preconceptions of teachers about the decisions and actions they
make in the EFL classrooms directly impact the progress of the learners.
It is important, therefore, to understand the beliefs of teachers towards the
interactive reading strategies required by the MoE. In this study, the main aim is to
examine what English kindergarten teachers believe to be effective and valuable
reading and assessment strategies used in teaching English as an Additional language
learners in the UAE.
1.7 Statement of the Problem
At the age of 4-5, teaching reading in a second language can represent
challenges for teachers and children. Therefore, there is a need to vary the use of
reading strategies to young readers to develop as better readers in English.
As the Ministry of Education (MoE) has seen reading as an essential skill for
developing and improving other related skills-reading, listening, writing and
speaking (ADEK, 2012), the English KG teachers in the public schools are required
to use different reading and teaching assessment for sufficiently developing the
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reading skill of their children. Zare (2013) pointed out that several researchers have
developed teaching of reading strategies to improve learner reading skills.
At the age of 4-5, teaching ESL to KG learners can often present challenges.
Most children are not regularly exposed to two languages in their early years - one of
which is Arabic. As a result, their language proficiency is lacking; preventing them
from speaking fluently in their first language and therefore, acquiring a second
language is very difficult (Zare, 2013). This is one of the main problems that many
schools come across with young learners when they enter Kindergarten. In the study
that conducted by Zare, his research also idindicated that many of EFL young
learners have very limited English. He also clamined that the major reading
challenge with this young group is that they do not understand alphabetic principles
and have few stimulating literacy experiences at home.
A challenge that is encountered with the current generation is the advances in
technology making iPads and games more appealing than an actual book. If children
are not reading at home they are at a huge disadvantage in school (IRA and NAEYC,
2012). In addition to this, there may be a lack of support and stimulation from family
members to read and children’s home environments may not encourage reading. If
you compare a child who has concrete writing materials; pencils, markers, etc. with a
child who is only provided with an iPad and non-educational games, you will find
that the child who has been provided with concrete writing materials is certainly
more likely to participate in some form of writing (IRA and NAEYC, 2012) with
reading as a stimulus for writing.
One of the studies conducted in the UAE by AlNeaimi (2012) explored the
difficulties encountered with reading English as a second language in most of Al Ain
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Schools. The researcher found that some of the factors that contribute to a lack of
interest in reading and ultimately reading comprehension are (a) many of the books
in the classroom are developmentally inappropriate. As a result, the students are not
motivated to pick up a book and read it as they do not understand the story. Plus, the
book/story content is often not culturally relevant. (b) At this age (4-5) the focus
should be on getting the class to sit down and open a book, flick through the pages
and look at the pictures more so than reading every word on the page. (c) When
presenting a story each week, teachers usually use a story on PowerPoint. Although
this is helpful as it is large enough for all the class to see clearly, the teacher and
children cannot explore the front and back cover, initiate conversation or make
predictions like you would with a big book. The teacher cannot model turning the
pages from left to right (in English) and the class does not see the story as a book.
Consequently, educating children to develop the foundations of reading in English
can be a challenge. Children can experience difficulty in decoding words therefore,
they fail to extract meaning from the text.
In addition to the existent research, in the researcher's experience as a KG
teacher, in one KG school in Al Ain, it was found that students are neither interested
nor motivated to pick up books independently. This may arise because they are not
being exposed to other people reading at the home. In a class there are a few –
perhaps, two or three who pretend to read. These are generally students from
households where the parents have a higher level of education and make it a priority
to spend time reading and talking with their children. The researcher asked the class
how many of them read at home or have a story read to them regularly and the
researcher was surprised to hear that very few of them have access to books
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regularly, perpetuating the history of lack of reading development in the country,
mentioned previously.
Many schools are therefore, considered to be challenging environments for
both teachers and students. This challenge inspired the researcher to research the
interactive reading opportunities children are being given, as each child can learn and
become a lifelong reader. This study will therefore, provide insights into the reading
strategies that kindergarten teachers use as interactive strategies for teaching and
assessment of reading and their actual implementation of interactive reading
strategies for teaching and assessment to support the foundational development of
reading in English.
1.8 Significance of the Study
Learning English as a foreign language can be a challenge and be a reason for
struggling readers. Lee (2014), AlNeaimi (2012), Zare (2013), IRA and NAEYC
(2012) have investigated the factors that lead struggling EFL readers to lose interest
when reading English. The sruggling readers at this age might have difficulty
recognizing the individual sounds in spoken words (phonemes). They might also
have difficultly sounding out written words (decoding) and recognizing familiar
word parts. Besides this, they might have difficulty understanding what is being read
due to limited vocabulary and background knowledge that contributes to lower levels
of reading comprehension. They might have limited English language skills and
limited experience with print and books. Finally, instruction may not meet an
individual child’s needs. For example, a child with difficulty learning may need
additional explicit instruction, provided in a carefully planned sequence.
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This study addresses some prevalent challenges and issues related to limited
English proficient children and the achievement gap of those learners who are not
meeting proficient levels in reading. The researcher reviewed existing studies on
struggling readers. These studies were mainly conducted in the USA (Lee, 2014)
rather than in Arabic-speaking countries.
The current study therefore, aims to focus exclusively on the perspectives of
English kindergarten teachers toward the use of interactive reading and reading
assessment strategies. Furthermore, the study sheds light on the actual practice of
English kindergarten teachers using reading and assessment strategies in their
classroom and whether the stretgies they believe in are actually used in their
classrooms.
Although this study is significant for several reasons, there is a remarkable
shortage in the number of research studies that have been carried out on the issue of
EFL reading strategies in UAE. To fill the gap, many researchers (AlNaeimi, 2012;
Zare, 2013; Lee, 2014; IRA and NAEYC, 2012) explored the use of interactive
reading and teaching assessment strategies in the UAE from the perspectives of KG
English teachers in public kindergarten schools in the UAE.
This study is significant because it explores the beliefs of English KG
teachers in KG schools in the UAE and how those teachers perceive the use of
interactive reading strategies in their classrooms. English KG teachers in MoE
kindergartens are committed to raising the level of reading skills of their children
based on what they believe is the best reading and assessment strategies through their
practice and experience. However, many KG teachers might not know how to use
reading and assessment strategies in practice effectively.
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The researcher believes that the actual study may add to the existing literature
by highlighting the challenges English KG teachers face in teaching reading
strategies and assessment reading strategies to young learners, providing
justifications and explanations for applying the same research methods conducted for
future studies in different contexts, shedding light on the characteristics of effective
reading strategies and reading assessment strategies that meet children’ needs, and
identifying the types of school support that might benefit KG teachers overcome the
challenges they face on their path to become effective teachers. This pertinent
information may help school administrators and policymakers refine the quality of
reading and assessment strategies opportunities they offer their teachers.
The findings and recommendations of this research will help MoE along with
the Kindergarten English teachers. For instance, it might provide valuable
information for kindergarten schools, MoE, and teacher preparation programs as it
might inform the curriculum and its implementation. It can also be useful for
curriculum developers and reading instructors to provide or create effective activities
and strategies on reading to teach young learners how to use reading strategies more
successfully. It might help teachers plan reading lessons to better match the learner's
proficiency level as well. It is hoped that this study will inform and influence the
educational system in the United Arab Emirates to allow schools to select the most
appropriate and effective reading model to align with current research in literacy
development for early learners.
1.9 Purpose of the Study
This research aims to explore teacher beliefs on the use of interactive
teaching and assessment reading strategies and to describe the most frequent reading
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strategies and reading assessments that KG teachers implement in practice. It also
aims to discover whether teachers report on their beliefs of what reading and
assessment strategies should be in the KG classroom.
Three main purposes are identified by the researcher and they are as follows:
1. To identify the beliefs of KG teachers toward the use of interactive reading
strategies in their classrooms.
2. To examine what KG teachers actually use in terms of interactive reading
strategies.
3. To evaluate the consistency between teacher beliefs on the use of interactive
strategies and the realities of teaching reading in KG classrooms.
1.10 Research Questions
This research aims to respond to the following questions:
1. What are KG English teacher beliefs as the use of teaching and assessment of
reading strategies?
2. What do KG teachers actually use in terms of interactive reading strategies?
3. Are there variations between teacher beliefs on the use of interactive
strategies and the realities of teaching reading in the KG classrooms?
1.11 Limitations of the Study
The current research is limited by context, sample size, and time. First, this
study was limited to English KG teachers working in public schools in one of the
main education zones in the Emirate of Abu Dhabi during the academic year 20182019. A limitation of the study was the number of teachers surveyed and the number
of teachers observed. The study was also limited to one region of the Emirate of Abu
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Dhabi. Consequently, the findings may not be generalized to include public schools
in other regions of the UAE. The generalization of findings of other regions of the
UAE or over private KG schools is inadvisable. Also, the length of the present study
might be considered a limitation because the study was conducted over 2 semesters
only. To overcome this limitation, future studies might consider running more
longitudinal research of a year or more.
Availability was another limitation as KG English teachers were very busy
and overloaded which negatively impacted their availability to respond to the
questionnaire. Therefore, the researcher accomodated this potential issue by giving
KG English teachers extra time to respond to the questionnaires. Another obstacle
was the classroom observations conducted only included 17 teachers in one of the
rural schools. The findings may not generalized to include other urban schools and/or
other rural schools across the Emirate. The researcher tried to reduce the bias by
asking the English Head of Faculties (HoFs) to ask four teachers from each school to
volunteer and be part of this research.
Some factors restricted the generalizability of the current findings. Study
participants were limited to KG teachers from public schools. Public KG teachers
were limited to those who taught in one of the regions of the United Arab Emirates
with participants from one particular region. An additional drawback in this study
was the size of public KG school districts as the Al Ain district is small as compared
to that of some of the other Emirates – Dubai or Abu Dhabi, for example.
Furthermore, the research was attended by KG teachers from one of the UAE's
regions. The sample included a total of 194 out of 231 respondents from that
specified region. This excluded other participants from other areas would have
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significantly changed the findings of this study. While the response rates within the
participating KG levels were high and provided enough respondents for the analysis,
more from other KG school districts should be invited to participate in a forthcoming
study. A greater number of respondents could affect the results, and would certainly
improve the degree to which the results can be generalized to the whole nation.
However, a limitation of the present study might be a lack of qualitative data as to
why teachers perceived certain reading strategies as holding more importance than
others. It would have been good to touch upon teachers’ attitudes and beliefs when
they apply reading strategies, but that was beyond the limits of this study.
1.12 Summary
In this section, the researcher has introduced and summarized the purpose,
research questions, aims and significance of the study. The researcher started the
study with a general topic of research as the focus, with a further justification
provided to support the interest in selecting the topic. Statements of problems
addressed by this research are generated in response to the participant in the study.
Each problem aims to present a balanced view of the topic and a glimpse of how the
approach works in schools, practically in the KG2 classroom. Research questions
guide the research and they link to the purpose of the study. The chapter also
provides a comprehensive overview of the transitions from ADEK to MoE that have
taken place during the study. The transitions and reason for those, are given through
the voices of Government Ministers and key personnel guiding the system of
Education in the UAE.
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In the following section, the literature review will be outlined to provide a
framework of the study and to highlight the procedures and sources that the
researcher investigated throughout the thesis.
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Chapter 2: Literature Review

2.1 Introduction
Reading has drawn considerable attention in educational research.
Consequently,

many

research

has

been

accumulated

and

stated

some

recommendations to many useful reading strategies particularly in teaching second
language (Goldman, 2012). The major aim of the study is to explore the perceived
and the actual use of reading strategies that teachers preferences in the kindergarten
classes in the UAE.
To gain a better understanding of KG teacher beliefs surrounding reading and
assessment strategies, this chapter introduces a literature review that sheds light on
the significance of the use of reading strategies in early childhood. The review will
be systematic; firstly, it defines the concept of reading as proposed by several
scholars. It illuminates theoretical foundations of reading strategies on an educational
concern. Yet, it explains instructional methods that concerned with reading literacy
development to present the common reading strategies that the KG teachers using in
their English classes. It also draws attention to the importance of the teacher’s role. It
discusses the significance of training teachers in the teaching profession and its
impact on teachers’ practices. Then, the chapter concludes with a brief summary that
highlights the main concern of the study.
The literature review therefore will be divided into three main sections. The
first section will provide: (1) a definition of reading. (2) The second section will
highlight a summary of the theory related to Bilingualism and learning English as a
Second Language. Priority emphasis is devoted to main theories, such as Piaget's
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Schema, Krashen's Natural Approach and social constructivism. (3) The third section
will focus on the research-base that supports the strategies as such, are central to this
study. The six common themes address the following (a) phonemic awareness, (b)
print awareness, (c) letter knowledge, (d) oral language, (e) guided oral reading, and
(f) vocabulary development. The main ideas will be summarized at the end of this
chapter.
2.2 Definition of Reading
This section will start by defining the terms:
(1) Reading; (2) Emergent Literacy and (3) Reading Strategies.
2.2.1 Reading
Reading is the ability that requires readers to understand and get the meaning
of written materials (Goldman, 2012). In other words, it is a process of understanding
the ideas conveyed in the entire text. Reading is, therefore, a basic skill, as it
considers one of the critical skills that will influence the success of children in school
and even later in their lives. Reading is the ability to unlock meaning for learners to
be able to understand and make sense of written materials. In other words, it is a
process of understanding the ideas that are conveyed in a text (Hilbert and Eis,
2014). Reading is defined as a conscious and unconscious thinking process that
requires readers to apply strategies to reconstruct the meaning that the author is
assumed to have intended (Hedge, 2014). Reading and reading comprehension are
important elements of learning from the beginning although these elements do not
involve learners in reading books from the beginning.
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Many researchers have tried to understand and define the reading theory,
therefore, there are different definitions of reading. Starting from the traditional
view, which viewed reading as a passive skill where readers looked at texts and took
meaning from the texts (Neuman & Bredekamp, 2012). From this perspective, the
reader seems to be not involved in the reading process where the language is
received by the readers (Hedge, 2014). In addition, Cross and Angelo (2012) state
that “the essential skill in reading is getting meaning from a printed or written
message”. This implies that readers construct meaning in response to texts in which
readers are expected to comprehend texts with clear purposes. Under these
circumstances, reading used to be modeled as a linear process where the interaction
only occurs from the writer’s point of view, reading, therefore, is seen as “a linear
process is one way flow of ideas and knowledge conveyed by a writer to a reader”
(Hedge, 2014). This process involves readers in focusing on meaning from the
messages in the text where the reader may not be bringing ideas or opinions to the
process of reading. The assumption is the reader brings nothing to the reading
process and that meaning is only in text.
However, on an alternative understanding of reading theory has been
developed where reading is seen as an interactive process where construction of
meaning is perceived as an active process between the reader’s knowledge and text
(Hedge, 2014). With regard to this, readers are expected to be active and thinking.
This reconstruction of meaning occurs during the process between the reader’s mind
and the text itself. Once readers make connections to the text, they are reading and
they are using their previous knowledge to create meaningful discourse. Therefore,
“reading is an active process in which readers interact with the text to reconstruct the
message of the author” (Hilbert and Eis, 2014). According to schema theorists, all
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knowledge is packaged into units called schemata that divides into two modes
bottom-up and top-down processing (McGuire, 2016). Schema theory concerns
knowledge, how that knowledge is represented, and how it facilitates the use of
knowledge in various ways. It thus divides into two modes bottom-up and top-down
processing. When input information verifies the relevant concepts or when input
information is consistent with the reader’s schema knowledge which he or she uses
to make predictions, ‘top-down’ processing facilitates the assimilation of new
information into the information that is already stored and if it is not, the operation of
‘bottom-up’ processing helps the reader to make appropriate responses (O’Sullivan,
2012).
2.2.2 Emergent Literacy
The concept of emergent reading is defined by many scholars. As Hilbert and
Eis (2014, p. 8) define is “a process when the child begins to understand that the
print carries meaning. Children are developing within the awareness of a print, they
gain basic skills early in their childhood to prepare them for successful reading when
they enter school”. It promotes a range of developmental skills which include
language abilities, letter, and sound knowledge, phonological awareness, and
conventions of print, which are components found in literacy success (Hilbert and
Eis, 2014). Hilbert and Eis also noted that while the idea of emerging literacy focuses
primarily on the years between birth and age five, there is also the assumption that
emerging literacy is associated with ‘a functional performance level rather than a
chronological age.
One of the studies of August and Shanahan (2013) states that there are some
aspects of literacy in which the child informally acquires before they officially get
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into the classroom that facilitates the acquisition of conventional writing and reading
skills such as knowledge, ideas, behaviors skills, and attitudes. Emergent readers, for
example, demonstrate literacy-related knowledge, attitudes, and skills which are
precursors to writing skills and reading skills. August and Shanahan (2013) believe
that the child's speaking, listening, writing, and reading skills which she/he
experiences at home are all interrelated and they are bounded by a literacy-rich home
environment. For instance, having print materials and books available promote
literacy in children.
Another study carried out by Dickinson and Caswell (2015), defined the
concept of emergent literacy as the process of a child's development that she/he goes
through understanding the symbols, print, and functions of language. They
emphasized that this process should be derived from on interactions with language
and form meaningful experiences that start from birth and continue through the
conventional literacy stage which children are usually attained to achieve them early
in elementary schools. They believe that a child acquires reading, writing, and
knowledge of the language before she/he enters schools.
Several studies (Hedge, 2014; Piasta & Wanger, 2010; Dickinson & Tabors,
2014) focus on the importance of understanding the concept of emergent literacy and
how it is important to the child. According to Hilbert and Eis (2014), emergent
literacy skills are acquired early in childhood which prepares children to be
successful readers when they enter school. August and Shanahan (2013) define the
term emergent literacy as a continuum of developmental understanding of print and
nonconventional literacy behaviors that starts before school and leads to
conventional speaking, reading, viewing, thinking, and expression. Based on the
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study of Hilbert and Eis (2014), emergent literacy is very important to early
childhood education as it has been shown that children’s skills are developed within
their early years. They also indicated that the most vital and significant time for
literacy growth is between birth and age of eight. These periods are developmentally
appropriate to develop young learner cognitive skills to become successful readers
which will impact later in their elementary school. Comprehensive literacy skills are
fundamental to achieve fluency in reading, so teachers need to foster these skills by
providing a rich environment that enhances the experience and language to be a
fluent reader (Hilbert and Eis, 2014).
The studies all point to knowledge of languages involving three principles of
early literacy skills which are: (1) print knowledge, (2) phonological processing
abilities, and (3) oral language. They can be defined as follows:
Print knowledge is defined as a child's knowledge of words, letter names and
sounds relationships, and simple conventions about books and print for example,
how the child holds the book, uses the books, turns the pages, and the directionality
of print (Hedge, 2014). The second early literacy skill, phonological processing
abilities refer to the child's ability to manipulate language and detect it with such
activities as blending, matching, and omitting parts of words (Piasta and Wanger,
2010). The third is oral language skills which are about vocabulary development,
working knowledge, and understating the rules of grammar (Piasta and Wagner,
2010). Oral language is the foundation for literacy learning. It incorporates,
vocabulary,

listening

comprehension,

verbal

expression,

and

vocabulary

development (Hedge, 2014). Children have been shown to make higher gains with
explicit vocabulary instruction. Vocabulary can then be recycled in the role play area
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and play once explicitly taught through definitions and explanations (Dickinson and
Tabors, 2014).
These skills are the main foundation of reading comprehension and decoding
skills central to becoming a competent reader later in life. Dickinson and Tabors
noted the importance of educators to understand the concept of emergent literacy and
the skills to get a full grasp of the importance of what a child needs to become
literate (2014).
Neuman and Bredekamp (2012) claim that teachers need to identify that
children learn literacy through enhancing their prior knowledge to motivate them in
the activities of both oral and written discourse in the classrooms. Dickinson and
Caswell (2015) also clarify the benefits of being literate and how this affects both
language growth and emergent literacy skills. It is important to build upon emergent
literacy because it allows readers to develop their abilities. For example, it promotes
knowledge skills which include language abilities, letter, and sound knowledge,
phonological awareness and conventions of print which are components found in
literacy success (Neuman and Bredekamp, 2012). It is an essential component of
successful language acquisition because it provides young learners with such
opportunities to stimulate their enthusiasm and enhance their awareness of the use of
the English language. (Dickinson and Caswell, 2015).
According to McGuire (2016), early literacy skills are defined as skills,
attitudes, and knowledge among reading and writing that infants and toddlers are
developing before formal instruction in reading. It is a foundation skill that involves
teaching children to acquire words and sounds. Their study also discussed that
children should be able to differentiate among different sounds of the oral language,
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to understand the concept of print, and understand the basic skills related to the
sound symbol and the written alphabet relationships to attain understanding. It is
what children know about reading and writing before they learn how to read and
write.
According to the National Early Literacy Panel Report (2018) in the United
States, reported that phonological memory, alphabet knowledge, rapid naming of
letters, print knowledge and reading readiness (a combination of concepts of print,
memory, vocabulary and phonological awareness) are predictors of literacy
achievement in the future. Along with this report, internationally there has been a
growing interest in how to close the gaps in literacy achievement.
2.2.3 Reading Strategies
A reading strategy is defined as a mental process that is used to facilitate
reading comprehension. According to Chall (2014), “reading strategies refer to those
mental processes that readers consciously choose to use in accomplishing reading
tasks” (p. 38). These methods, for example, might include how readers conceive a
task, how they make sense of what they read, and what they do when they do not
understand. Reading strategies are the methods and activities that are selected,
planned, and implemented depending on the students’ level to help them in reading
comprehension (Dickinson and Caswell, 2015). The reading strategies were also
described by Black and Puckett (2011) as mental and cognitive activities that the
reader utilizes to extract the purposive information and therefore the meaning from
the text occurs.
Reading strategies are characterized into three phases: pre, during, and after
reading in which each stage helps to build a reading comprehension of the provided
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texts (Dickinson and Caswell, 2015). The pre-reading strategies are used as
brainstorming that activates the readers’ prior knowledge in order to check their
knowledge repertoire that relevant to a particular text. This reading process provides
guidance for the readers to begin understanding the main concepts and ideas
pertinent to the text.
During reading strategies in which the reader is actively engaged in the text,
helps readers to construct the intended meanings in depth. This stage supports
readers’ comprehension where the readers check the vocabulary and look for clues
that serve them to know what they have been reading.
After reading strategies are designed based on that readers have the ideas of
the printed texts by applying the while reading strategies. Hence, these strategies
provide opportunities for the readers to deeply process the information of the printed
text and to interact actively with the text in which comprehension can be
demonstrated. The importance of using reading strategies in a comprehensive way
assists readers in improving reading skills in a constructive way (August and
Shanahan, 2013).
A study carried out in Colombia by Cross and Angelo (2012) investigated the
use of reading strategies in enhancing higher thinking for reading comprehension in
public schools. Four strategies were implemented in this study; prior knowledge,
prediction, questions, and graphic organizers. The data was gathered from teacher
beliefs and from students using a questionnaire. The results of the study
demonstrated that utilizing such strategies helps in improving reading strategies.
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Another study by Chall (2014) determined the frequency of the use of reading
strategies based on gender differences. Furthermore, this research centered on the
relationship between the use of reading strategies and reading comprehension
achievement. Eighty Iranian EFL learners involved in this study and the sample used
was are cluster random sampling. A reading comprehension test and a reading
strategy inventory were used as data tools. The data were then analyzed through the
use of descriptive statistics to examine the frequency of strategies implemented by
students. Independent sample t-test was used to figure out how the use of reading
strategies varied according to gender whereas Pearson coefficient correlation was
applied to discover the degree of association between reading comprehension
achievement and reading strategies use. The findings of the research found that
Iranian EFL students were classified as medium strategy users. There is also no
major difference in the use of reading strategies between female learners and male
learners. The finding also shows that the use of reading strategies had a strong
positive correlation with the achievement of reading comprehension.
A qualitative study was conducted by Al-Qahtani (2016) which focused on
Saudi teachers’ beliefs toward the use of reading strategies to develop both their
learners’ reading comprehension and their teaching practices. A questionnaire was
conducted to gather data from 38 English Saudi teachers. The findings revealed that
most English teachers frequently implement interactive reading strategies to improve
their students’ reading comprehension. Another study in Saudi Arabia carried out by
Alyousef (2012) focused on Saudi teachers’ attitudes regarding reading strategies
and their actual practice in classrooms. The results showed that Saudi English
teachers were aware of the importance of the cognitive strategies, however, they
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were not certainly aware of metacognitive strategies on the basis of learner levels.
This influenced their ways of teaching reading in their classrooms.
The studies above demonstrate how learner and teacher beliefs surrounding
the importance of reading strategies can impact positively in the development of
readers’ reading skills as well as understanding the readers’ comprehension of the
reading texts.
2.3 Theoretical Framework
2.3.1 Learning the Foundations of Reading as a Second Language Learner
Much of the early second language reading research has been simply
replicated first language reading research (Anderson, 2012). The early research is
focusing on the notion of the transfer. Consequently, in this section, the function of
transfer in second language reading will be discussed and then brief studies on
second language acquisition and emergent literacy will be also covered throughout
this chapter.
Language transfer generally describes the phenomenon of influence between
the existing first language knowledge of the reader and the development of the
second language. According to Goldman (2012), transfer was the first factor to
receive serious attention in second language studies. Ellis also mentioned in his study
that if the structure of the first and second language acquisition is different, this
might present predictable error sources and difficulties in the language transfer
whereas structural similarities structure facilitates the development of the second
language. Anderson (2012) hypothesized that effective transfer of reading skills
requires the attainment of some particular threshold of second language knowledge.
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About transferability, White and Watte (2016) differentiate between linguistic skills
and conceptual skills. The language interdependence principle maintains that
conceptual aspects of language proficiency and transfer of universal occurs
automatically when linguistic features of the second language are acquired. The
acquisition of linguistic skills, therefore, is necessary for communication in the
second language and it initiates the transfer of literacy-related skills or cognitive
across languages (White and Watte, 2016).
There are many studies, (Vacca & Vacca, 2015; Anderson, 2012) examine
the Second Language Acquisition (2LA) in reading acquisition and emergent literacy
development, to young English Language Learners (ELLs). This section attempts to
consider these two bodies of knowledge selectively by discussing the conceptual
framework of emergent literacy for second language learners.
To study the emergent literacy development in second language learners, a
brief overview of the emergent literacy development of first language (L1), speakers
needs to be mentioned concerning oral language and code-related skills to later
reading ability. In a study conducted by Hilbert and Eis (2014), a Structural Equation
Model (SEM) as taken to research emergent literacy skills of first language
acquisition, this model depends on two distinct domains that recommended by
Goldman (2012). Conceptual knowledge and language are the first domain which is
considered as outside skills whereas the letter knowledge and phonological
awareness are recognized as inside skills. The two domains have appeared at
different times during the reading acquisition. One is more related to the
development of emergent literacy skills and the other one is more likely connected
with the children's literacy environment. At this point, the first language acquisition
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model has been deliberated as a good model, therefore researchers created a similar
model for second language learners. The model enhances the researcher to look
deeper into the methodologically rigorous approach and the developmental process.
Researchers put into their considerations the environmental influences and additional
linguistic of Second Language (L2) within the emergent literacy skills and reading
ability mentioned on the L1 model. The direction of the model, therefore, follows
from oral language to a code related skill, so it tends to start with general language
exposure and goes to specific languages such as introducing sounds and letters.
It is important to consider relevant theoretical background and perspectives
on the acquisition of the second language (L2), in general, and reading skills in early
literacy, in particular. In such a multiculturally diverse society, in the UAE, many
young learners are intent on studying through the medium of English. The majority
of learners are Arabic speakers who are learning English as a second language and
are hence, becoming bilingual citation. With a second language comes another
culture. In UAE kindergartens there is massive diversity in the classroom. August
and Shanahan (2013) indicate that it is important to have understandings about
language in working with children from diverse backgrounds. All children bring
linguistic and literate abilities to Kindergarten, but teachers need to tap into the
resource they bring. Not all children will bring knowledge of nursery rhymes to
school, for example.
Therefore, this chapter discusses Krashen’s Natural Approach, child
development within the cognitive approach and social constructivism that support the
acquisition of a second language which is extremely relevant to the foundations of
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early literacy development in the early learner, sociolinguistic theory and second
language reading
2.3.2 Krashen’s Natural Approach
Krashen (1987) claimed that a second language is normally acquired
naturally. His natural approach was based on five hypotheses, which are the monitor
hypothesis, the learning hypothesis, the input hypothesis, the natural order
hypothesis, and the affective filter hypothesis. This section will only focus on one of
his hypothesis which is ‘the input hypothesis’ linked with reading skill in the concept
of early childhood. The researcher only included one hypothesis; the input
hypothesis as it is closely related to the topic of the study.
Krashen (1987) made a distinction between acquisition and learning, that
acquisition is a subconscious process through which the target language can be
acquired in daily communication, and in a meaningful environment. Consequently,
error correction has little or no impact on the language acquisition process, while
learning is a conscious process that language occurs when the language is studied
within the context of the classroom.
Krashen (1987) believed that the second language can be obtained the same
way that students acquire their first language through the use of the innate human
ability. Exposing students to relevant and interactive situations for the subconscious
acquisition of the second language is, therefore, a must. According to Krashen’s
believe that learning is less important than acquisition as he considered grammar is
critical only when the teacher and his/her students believe in that. Then the teacher
must be skillful and be able to explain grammar in a way that is easily understood
which ensures that the comprehensible input is acceptably met. Therefore, reading
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strategies to young learners should meet their needs in the way they prefer so that the
ultimate benefit of understanding the reading is gained (Krashen, 1987).
Krashen (1987) recognized the input hypotheses as the amount of input that
that learners are exposed to whether in written or in oral form to understand the
usage of the target language. The more intensive exposure to the target language, the
more understanding of the language functions can occur unintentionally (Krashen,
1987). Accordingly, reading is considered an input-based skill in which learners are
exposed to different types of reading texts. The interpretation of the language will,
therefore, occur naturally by schematically interpreting the reading texts. Based on
this, the methods, materials, resources, strategies, and techniques chosen by teachers
have their significance in the interpretation of the target language by interpreting the
information received through reading texts, information received, and putting it into
actual practice. Krashen (1987) confirmed Vygotsky's (1987) perspective on the
importance of developing a positive supported and motivating atmosphere in which
the input which is then implemented materials and the implemented techniques and
strategies match the level of the students to achieve success in target language
learning. Black and Puckett (2011) ensured the critical contribution of extensive
reading in foreign learner's reading skills, reading rate, vocabulary repertoire, and
overall proficiency. So, the more extensive reading materials, a better understanding
of the use of language.
2.3.3 Child Development and the Foundations of Reading
There should also be consideration given to the stage of development termed
'Early Childhood' which is basically from the age of three to five (Piaget, 1953) – a
crucial time of development, as, during this stage of development, children develop
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significantly in all domains– cognitive, physical, linguistic and social-emotional. The
brain develops rapidly in early childhood creating a specific 'window of opportunity’
(Miller and Veatch, 2010). The rapid developments in cognition and the social
domain of development, significantly impact on a child's ability to rapidly develop
literacy skills. Previous research showed that the early childhood period is the age
between 0 and 4 and this stage is been viewed as a critical phase for intellectual
development (e.g., White and Watte, 2016). As stated by Bloom, the intellectual
growth for children occurs rapidly during the beginning of the first four years before
schooling is started. This is because of the rapid growth in intelligence that takes
place in the early years, thus a series of recent studies have suggested the importance
of early environmental experience (Dickinson and Sprague, 2012). During this
period, early learners are exploring their world with curiosity thus the capacity of
learning and to encourage the promotion of language and literacy through play. Talk
through play, has consistently been shown to relate to positive literacy outcomes
(Miller and Veatch, 2010). During the early years, the brain is susceptible to both
positive and negative experiences. The absence of critical experience has long-lasting
devastating effects on children. Early years of interventions at pre-school and
kindergarten levels have also been shown to make an impact that can produce
moderate to large effects on early literacy skills and later achievement (Black and
Puckett, 2011). High-quality pre-school programs do reap positive benefits for young
learners on emergent literacy and vocabulary development (Dickinson and Sprague,
2012).
In terms of language development, children at the receptive stage learn to
listen and understand language. For instance, children learn the language learning the
age of 4 and 5, during this age range children enjoy stories and can answer simple
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questions about them. He or she hears and understands nearly everything that is said
at home or school. The expressive language, on the other hand, is focusing on
learning to speak and use the language. Children at age 4 and 5 can speak clearly and
fluently, he or she can construct long and detailed sentences (Black and Puckett,
2011).
2.3.4 Literacy Development in Early Childhood within Cognitive Development
Jean Piaget and Lev Vygotsky were prominent scholars of cognitive
development theory and they both realm in that zone. They proceeded with a
constructivist approach to their research investigation in cognitive development.
Both scholars believed that 'children must construct their understandings of the world
in which they live (August and Shanahan, 2013). For that reason, their principles of
cognitive development have been a huge influence on education development.
Cognitive development theory is based on Piaget’s theory on the inherent
ability of children to help them think productively on their own. Cognitive ability
permits young children to gradually transfer to the next cognitive stage as they
mature biologically and adjust to their environment (Chall, 2014). The child
assimilates and accommodates his or her current mental constructs or schema, to
adequate the new information. Vygotsky, on the other hand, believed the social and
culture's thinking structures as origin and influence. The social and cultural
interactions with adults and knowledgeable peers improve the cognitive development
of the beliefs, attention, and memory 'thinking skills' of the child to a higher level of
thinking.
Consequently, Piaget and Vygotsky's theories of cognitive development both
provided the foundations for constructivist approaches to teaching and learning
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(Dickinson and Caswell, 2015). Although they both concentrated on the changes that
occur in a child's cognitive process, each of them has different approaches when they
dealt with children and education. For instance, Piaget's theory helps educators react
and learn based on the child's age whereas Vygotsky's theory helps educators to
understand the role of society in a child's education.
In Piaget's research, he was keen to answer how knowledge grows in
children. He consequently, developed a theory in which the intellectual development
of children occurs in four main stages. Through his study of the child's cognitive
development, the four major stages that each child goes through which are
sensorimotor, pre-operations, concrete operations, and formal operations. When
children enter kindergarten, they are in the pre-operational stage of development.
Children begin to participate in symbolic play during this time and learn to
manipulate symbols. Piaget noticed, however, that they still do not grasp the concrete
logic. The cognitive perspective investigates the internal mental process of animals
and humans and how they process the information to affect their behavior and
learning. Piaget strongly believed that the four stages of development are caused by
the process of assimilation and accommodation. Most current researchers are not
fully in agreement with the exactitude and universality of those phases. The four
stages that he highlighted allow the child to create his or her mental representation of
the world and that also allows two-way interaction with the environment (Piaget,
1953).
It can be concluded that Lev Vygotsky was more focused on how children
interact with their culture and society (Chall, 2014) whereas Piaget was more
concerned with spatial relationships, conversation, and measurement movement,
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classification, and relations in concrete stages. Vygotsky viewed cognitive
development as being social and co-constructed which takes place between people
whenever they interact while Piaget viewed knowledge as individually constructed.
Children learn through social interaction, according to Vygotsky's cognitive
development theory, which involves constructive and cooperative communication
with someone who is more experienced in the activities they are trying to learn.
Vygotsky named certain individuals the More Knowledgeable Other (MKO) with a
higher skill level. They might be teachers, parents, teachers and even peers.
Vygotsky’s scaffolding idea is closely related to the Zone of Proximal Development.
Scaffolding refers to the temporary support given by a More Knowledgeable. Other
to a child, which allows the child to perform a task until the child, can perform the
task independently. Scaffolding involves changing the nature and amount of aid
provided to a child during a teaching session. The MKO changes the instruction level
to fit the current performance level for the student. The MKO may use direct
instruction for novel tasks. The MKO may then provide less instruction as the child
develops more experience with the task and becomes more professional at it (Black
and Puckett, 2011).
2.3.5 Literacy Development in Early Childhood within a Socio-Constructivist
Learning Environment
Literacy development in early childhood occurs in real-life settings within the
culture and context of the nation in which learning takes place and in which reading
and writing are used to accomplish goals. Learning is centered then, within a sociocultural/socio-constructivism learning environment.
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The social constructivist theory derived from the ideas of the Vygotskian to
argue that the cultural dimension would enhance the EFL children in the acquisition
of L2 literacy. Since many educators agree that learning a language is a vital part of
written and oral communication, social constructivism theory enables children to
participate actively in text events by allowing them engage in constructive
conversation with the texts them conducting an active dialogue with the texts and the
author (Chall, 2014).
Vygotsky's theory places great emphasis on social interactions. According to
Vygotsky, knowledge is seen as co-constructed among people and it is not
individually constructed. His theoretical framework is that social interaction plays a
significant role in cognitive development. His theory therefore centered on language
and communication which play the most major role of cognitive development. He
stressed that each function in the cultural development of the child appears twice.
First, it performs at the social level and then later it acts at the individual level. The
first appearance is between people which is called inter-psychological and then later
inside the child which is known as intra-psychological. This applies equally to
logical memory, to the formation of concepts and to voluntary attention. All the
higher functions emerge as actual interactions between individuals.
2.3.6 Sociolinguistic Theory
Sociolinguistic theory describes improvement and change in language
according to social factors that are relevant to the subject of this current study. Chall
(2014) explained sociolinguistics as the impact of social characteristics on the spoken
language considering the natural features of the environment and the cultural
background in which they interact and communicate. August and Shanahan (2013)
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described the theory of sociolinguistics in reading as the relationship between the
context and the graphic symbols, either the wider social context or the situational
context of the text itself. In addition, a culture does not only play a significant role in
shaping a language’s characteristics but also determines other aspects contributing to
children’s learning, such as their relationship to reading and their motivation. Miller
and Veatch (2010) emphasized the main role of culture in children’s motivation, and
how childhood experiences can influence their beliefs of assigned reading resources
which typically results in avoiding reading in some Arab countries.
Vygotsky (1987) stressed that language is fundamental to the ability to think,
and it is formed through relationships among people because social relationships are
essential for learning; children need to interact in society to learn properly.
Moreover, Vygotsky (1987) proposed children’s zone of proximal development
(ZPD) which is the potential capacity of the children to learn and improve. The ZPD
is directed and shaped by the cultural environment and circumstances which scaffold
the learning of children. To explain, scaffolding is the process of gradual guidance
and support that helps a child to solve problems, complete tasks, and accomplish a
goal. Furthermore, reading skills and abilities to comprehend a passage improve
differently and grow depending on the practice of children, and how reading was
directed at an early age. Black and Puckett (2011) explained that to improve thinking
skills and a language, group work should be important, and because learning is a
collaborative social activity, what is learned should be shared. It means that the
learning environment plays a significant role in the way learners read and interpret
various texts.
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Dickinson and Sprague (2012) compared historical linguistics and
sociolinguistics and showed that they do not only emphasize grammatical and
vocabulary variation and change but also emphasize the phonological variation. Nonnative teachers and students do not notice much of this change as they mostly depend
on books or other resources, yet this cannot deny the cultural impact the native
language speakers have. To demonstrate, this is shown in some outdated vocabulary
that are not frequently used nowadays, but they are still taught for some reading
texts. As an evidence, in writing or speaking, students may use words they learned in
a historical fiction passage that are not used anymore, but students in non-native
setting are not aware of this fact because of the lack of real-life application and
practice of the language. On the other hand, second language learners may
experience such differences if they live and practice the language naturally in native
setting. August and Shanahan (2013) reported that one major factor that hinders the
development of the communicative competences in English is that students have
little access to authentic interaction with native speakers.
2.4 Reading Strategies, Teacher Beliefs
Teachers have a range of responsibilities and their beliefs regarding teaching
priorities vary. According to McGuire (2016), teacher experience, perspective, and
attitude towards literacy instruction play an essential role in their performance
regarding reading instruction. In addition, Rose (2011) believed that nearly all
children should have a strong grasp of phonics to make them confident writers and
fluent readers by the age of seven at the latest. Most teachers claim that teaching
reading skills are the responsibility of early childhood teachers which may result in
retreatment of reading proficiency levels that impact learning, not only in English
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language classrooms but also in other subjects. Friesen and Haigh (2018) noted that
it is critical to teach children how to use reading strategies, and since this aspect
cannot be acquired, it should be specifically taught when many children experience
language difficulties as the content may exceed current abilities and knowledge of
the children.
Furthermore, O’Sullivan (2012) pointed out that English language teachers in
the UAE and other Arab countries recount that many children struggle to read at a
level of proficiency appropriate to their needs. Therefore, teachers are responsible for
the learning process and increasing children's awareness and sense of responsibility
among their education. This brings more pressure on teachers who are held more
accountable than they can handle. Reyna-Barron (2016) indicated that the role of
teachers is becoming increasingly demanding due to high stakes testing and
accountability that gets teachers teaching to the test rather than promoting learning,
teachers are expected to be more prepared to apply critical thinking skills to children.
There is a study conducted by Abu Al Khair (2014) which pointed out that
using reading strategies while teaching reading is important for children, and she also
asserted that it is not enough that teachers just concentrate on children’s acquisition
of reading skills as a decoding method, but they should direct children to connect and
use these strategies to ensure comprehending a text. She stated that it is equally
important to keep English teachers engaged and involved in professional
development and continuous updating of reading strategies in collaboration with
other teachers which will raise awareness of successful reading strategies. Abu Al
Khair (2014) concluded that teachers’ participation in reading workshops is a step to
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get their experiences, beliefs, effective reading strategies, and assessment strategies
together.
Teachers need to be aware of how their children learn better. They need to
assess their children’s prior knowledge, and how they normally interpret and
evaluate a text. Hence, teachers ought to develop their instruction on a clear baseline
to improve and strengthen children’s’ skills and encourage and guide them to learn
by other methods. Abu Al Khair (2014) explained that teachers’ awareness about
how children acquire languages, when and how to optimize the use of the spoken
language, and how they illustrate academic discourse in the first and second
languages will overall influence the way children learn language and content.
2.5 Reading Assessment Strategies
Assessment is considered to be the most important part of learning
experiences. Letter grades have been used for a long time ago by the teachers, the
letter grader is used to indicate the student achievement and at the same time, to
provide feedback to both students and parents (Neuman and Bredekamp, 2012).
Concerning early literacy development, assessment is also seen as a fundamental part
of a comprehensive early childhood program. As White and Watte (2016) state that
teachers assess their children's ability to measure their learning and their
development in a certain area. Teachers also used assessments to guide themselves to
plan for the next steps, to decide, and report upon that communicate with others. The
early literacy assessment is used to demonstrate the effectiveness of creating positive
child outcomes and in improving school readiness. It focuses on limited skills, such
as naming letters of the alphabet. Teachers can assess this type of outcome in a
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decontextualized manner in which the children are required to name each letter as it
is presented separately.
Researchers have been widely believed that reading assessments have a more
pedagogical value which can effectively reflect students’ achievement (Cross and
Angelo, 2012). According to Gripps (2011), ‘reading assessment is an assessment
strategy by which the evidence about students’ learning is gathered through
students’. Assessment strategies are defined as the strategy that teachers use to
diagnose the students’ learning. This assessment in fact deals with gathering students'
evidence about their learning through any certain performance tasks and teachers
gathered this evidence to ensure that learning happens (Gripps, 2011). The research,
therefore, recommends that learning should be seen as a core of all the curricular
areas, and learning targets in any school districts should be related to the curriculum.
Theorists (Cross and Angelo, 2012; Ferrasa and McTighe, 2013) have also claimed
that there is a relationship between performance tests and curriculum as they showed
that testing performances are connected with teaching curricula. They all argued that
the performance assessment must be based on the curriculum which allows a test to
be driven by the curriculum. This is because the curriculum provides ideas of
teaching and learning and those ideas support the assessment performance. It directs
the teacher to shape their teaching to reach their requirements of tests in different
ways of teaching.
Assessment strategies are used to examine and evaluate the knowledge of the
students about a particular topic. This assessment applies the hierarchical method of
introducing tasks. As described by White and Watte (2016), skills targeted by the
assessment are measured on levels of criteria that are combined in the analysis of the
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results to arrive at a general judgment of skills’ attainment. Assessment tools are
hence essentially classified into two types; formative ‘during learning’, and
summative ‘after learning’. Garrison and Ehringhaus (2015) clarified that the
successful use of both types is critical. They asserted that administrators and
classroom teachers ensure that the data obtained through assessment provides a
sensible picture of the children’s strengths and weaknesses when this occurs by
balancing formative and summative assessment practices. According to Garrison and
Ehringhaus (2015) who further explained that the formative is a descriptive
assessment that notifies teachers and children about children’s grasping of
knowledge at times when adjustments and changes can be made, whereas the
summative assessment is the final measurement of children’s performance. Besides
that, Morin and Williams (2016) were assured about the importance of integrating
distinction and formative assessment because it contributes to clear goals, learning
progressions that integrate both literacy and content standards, greater consistency
about higher motivation and expectations to succeed.
Morin and Williams (2016) suggested that assessment is carried out at two
main levels: the micro-school level and the macro international level. Teachers need
to enhance and develop assessments in the micro-level which includes curriculum
revision and classroom assessment procedures along with the attitudes and practices
of teachers and children. Meaningful practices on the micro-level must be efficient
and effective in preparing children for the macro international assessment level.
Reading can be measured in several ways. Initially, in kg, the assessment of
oral skills can be performed for fluency and expression, phonics, and word accuracy.
In addition, written tests where children need to demonstrate comprehension of the
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text, recognizing essential or inferred information included in the text, and being able
to construct meaning beyond the written words are other forms of measuring reading
as well. Children should be assessed periodically either by utilizing written or oral
assessment tools. These performance assessments are deemed accurate when they
follow particular criteria.
The accomplishments of English as a Foreign Language (EFL) children differ
based on their level of motivation, the greater their motivation is the more they read,
and the better their vocabulary they acquire. Howard (2017) conducted other studies
focusing on EFL reading competency which showed a difference in the level of
vocabulary and reading compared to native speakers. EFL children generally
reported lower reading rates, yet surprisingly, EFL’s were better in explaining
explicitly taught making inferences and vocabulary in reading comprehension based
on the presented study.
2.6 Teacher Assessment Strategies Beliefs
Different purposes of assessment strategies and teachers’ beliefs would end
up with different assessment practices. Howard (2017) studied the beliefs of teachers
on the intent of assessment strategies, and he found that teachers have various, and
sometimes conflicting, beliefs about assessment which affect their professional
development and actual application. Howard (2017) also illuminated that this issue
was administrated by many aspects: first, the assessment must be an accountable
ongoing process and valid; second, the purpose of assessment must be to improve
learning and teaching; finally, the assessment must serve the learning objectives and
relevant.
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The assessment data can be interpreted in several ways that can influence the
views and efforts of the teachers towards assessment. The most important point is
that whatever the purpose or the type of assessment is, it must be implemented to
enhance the learning of the students. On the other hand, Garrison and Ehringhaus
(2015) criticized the excessive use of testing, and they pointed out that educators
must frame their view of assessment and testing and guide it to obtain information;
the more information educators have about children’s accomplishments, the better
image of gaps is realized.
Referring to the theoretical framework, Cross and Angelo (2012) believed
that sociocultural approaches imply that it is significant for the teacher to establish a
critical thinking and stimulating environment for children to develop their current
skills, which Vygotsky called the ZPD, where children can learn from peers or
experts; therefore, the assessment will further rely on the performance, task
observation, and authenticity.
2.7 The Effectiveness of Teacher PD Programs
Providing teachers with effective professional development opportunities is a
strategy that school administrators use to make sure that their teachers continue to
strengthen their pedagogical skills teaching careers and their content knowledge to
keep updated with current practices and meet the needs of the students.
Effective professional development programs are closely correlated with
student learning. There is growing compromise amongst researchers (Cohen and
Hill, 2014; Guskey, 2012; Reeves, 2012; Rosemary and Feldman, 2012) that
effective professional development can enhance the achievements of students.
Discussing the characteristics of effective professional development, Speck and
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Knipe (2015) indicated that effective professional development programs must
include an analysis of student achievement data to search for areas of strength and
recommended potential changes to suggest future improvements in order to resolve
the areas of weaknesses. In other words, effective professional training use the data
gathered on student performance to plan professional development strategies that
will help teachers improve their learning for students. In addition, effective
professional development can also improve the productivity of the teachers. A
number of researchers (Johnson, 2011; Neuman & Bredekamp, 2012; Robinson,
2013) studied the effectiveness of professional development in developing teachers’
skills and knowledge. The synthesis reviews of these studies indicated that effective
professional development could improve the awareness of teachers’ pedagogical
practices and content knowledge and even improve their beliefs of the subjects they
teach.
2.8 Selected Reading Language Skills in the Early Literacy Development of
Kindergarten Children
The English KG teachers who work in Al Ain district are required to
implement different strategies during literacy correlated with reading skill. Readng
skills are generated from the MoE English Learning Outcomes (See Appendix 5, 6,
7, & 8) which the researcher termed the main skills.
2.8.1 Phonological Awareness
Manolitsis and Tafa (2011) identified that Phonological Awareness (PA) is a
paragliding term that contains sound structures in the spoken language, words,
syllables and phonemes. This study also refers to phonemic awareness as one subset
of spoken language, and to the basic capacity to interpret as well as to control sounds
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at the phoneme level, and/or to the smallest functional unit of speech. PA would be
mentioned throughout this current study to indicate those skills and specific
references to phonemic awareness. As the evidence discussed in the investigation
conducted by Manolitsis and Tafa (2011) showed that is important to distinguish
between these two constructs because not all elements of PA seem to be equally
important as predictors of future reading performance.
Another study carried out by Piasta and Wagner (2010) indicated that
phonemic awareness is seen as a nation that single sounds or phonemes might be
combined to include words. The researchers indicated that phonemic awareness
involves segmenting and isolating sounds in words, as well as being able to hear
rhyming within phrases. The researchers also claimed that PA is a crucial skill to
create the foundation for effective reading success as it is also associated with oral
language. Therefore according to this study PA is considered to be the strongest
predictor for children's success in learning to read. To support this view, there was a
similar study examined by The National Institute for Literacy to an early group of
children. They noted that ‘phonics is the relationship between the written language
letters- graphemes and the individual sounds- phonemes of the spoken language’. It
believed that the main aim of teaching phonics concept is to help early readers to
identify familiar words and decode them accurately. As it also ensured that readers
will be successful in reading when they learned the phonics instructions explicitly
and systematically.
There have been other studies that focus on the strategies that could improve
the knowledge of phonics. For instance, there was a study by Piasta and Wagner
(2010) who reported that being an effective teacher involved helping children to
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develop knowledge of phonics such as pointing out interesting patterns of onset
rhymes during shared reading experiences and involving children in activities that
enhance their natural context of learning the relationships of letters and sounds. This
study also stated that teachers can provide games activities which can be created and
tailored accordingly to the different age groups. The aim is to engage the mind of
children to acquire the skills and knowledge of phonics which leads to the ability to
recognize words.
Hedge (2014) examined some factors that could affect the performance of
children. For example, families lack the ability, knowledge, or confidence to provide
the experiences the child needs to become literate. One of his findings is that,
children who have not had exposure to phonics, began their formal schooling behind
their peers, and they tended to stay behind in their development of reading (Hedge,
2014). There was another study done by Manolitsis and Tafa (2011), who also had
similar findings to Hedge’s study. He found out that children who reached
kindergarten without the basic skills were less likely to benefit from the instruction in
literacy they received at schools. He made two main conclusions; his first conclusion
that children struggling with first-grade reading were very likely to remain a
struggling fourth-grade student. The second conclusion was that the prevalence of
poor reading skills in students had often been correlated with behavioral problems
and emotional for example hyperactive behaviors and, as well as lack of effort, and
self-worth deficits. He claimed that the impact on children's reading success was
certainly significant when considering the development of early literacy skills.
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2.8.2 Letter Knowledge
The second component of basic skills is related to the letters and the alphabet.
Children must be able to recite the names of letters from the alphabet and remember
them. According to McGuire (2016), the ability to identify letters quickly and
accurately is “a predictive factor for learning to read”. Besides naming and
identifying the letters, children need to recognize the connection between each letter
and the corresponding sound of it. This concept, named by Manolitsis and Tafa
(2011), is called the alphabetic principle, and also plays a major role in the ability of
a child to read.
According to Hedge (2014), alphabet knowledge refers to the comprehension
of both letter names and letter sounds. Letter name knowledge refers to the ability to
recognize and identify the alphabet letters; while letter-sound knowledge refers to the
ability to recognize and pronounce the sounds representing each alphabet letter.
Although researchers frequently combine scores from letter name knowledge and
letter-sound knowledge evaluation and can collectively refer to them as letter
knowledge, several authors argued that these two aspects of alphabet knowledge
should be evaluated and recorder separately, because different constructs involve
unique competencies (Hedge, 2014; Manolitsis & Tafa, 2011; Molfese et al., 2011).
Miller and Veatch (2010), defined the concept of letter knowledge as one of
the skills of early literacy and it is an essential component of learning to read and
write. They stated that letter knowledge simply defined as is that knowing different
letters are different from each other, that their shapes are different and knowing the
difference between capital letters and lowercase letters. Knowing that the capital
letters are for names, places and at the beginning of the sentences. The lowercase
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letters, on the other hand, are for all of the rest. In addition to that is that every single
letter has a different sound it makes. Dickinson and Tabors (2014) defined the
concept of alphabet knowledge as a print component. This includes the order of the
alphabet, knowledge of each letter's names, knowing the difference between letters
and word recognition of each letter in the upper and lower cases.
Miller and Veatch (2010) also found that a child’s ability to recognize letters
and to know the associated sounds that accompany that letter is determined by many
different factors. For instance, the child’s level of phonological awareness, and also,
the amount of literacy amount of experiences in a child's life will distinguish
influence on the child’s knowledge of letters and the ability to recognize words.
According to Chen and Dote-Kwan (2018), alphabet knowledge and
phonological awareness reflect two of the six early literacy variables that best predict
later reading achievement; where alphabet knowledge can be described as the ability
to identify the names and sound of letters and phonological awareness as the ability
to analyze spoken language aspects such as syllables, phonemes, and words. Besides,
studies describing a predictive relationship between phonological awareness and
ability to read have established that awareness and ability to segment at the phoneme
level are most critical and predictive of later reading ability (Miller and Veatch,
2010). The literature review by the NELP (2018) determined that even when
accounting for the difference due to IQ and socioeconomic status, these predictors
remained significant.
Numerous studies support the idea that alphabet knowledge and phonological
awareness, especially phoneme awareness, contribute significantly to decoding
ability (e.g., Manolitsis and Tafa, 2011). Research exploring predictive associations
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between phonological awareness and word reading abilities has established that
comprehension and phoneme level segmentation capacity is most important and
predictive of later reading ability for English speaking children (e.g., White and
Watte, 2016). According to the researchers Piasta and Wagner, 2010, it was
demonstrated where children were asked to remove parts of a spoken word, such as a
syllable or a phoneme to create a new word, enabled children to have a higher rate of
success with reading. A study by Dickinson and Tabors (2014) showed that both
phoneme awareness and letter- sound knowledge instruction, had a direct and
positive impact on word reading ability in children between 5 and 6 years of age. It
highlights the direct effects that phoneme awareness and letter- sound knowledge can
have on word reading ability.
The list is intended to assist teachers in providing children with opportunities
to acquire the specified skills, dispositions and skills. For example, nursery children
are not expected to understand words under reading string but by the time the child is
5 or 6 years old are expected to be able to combine sounds to read 3 letter-words,
read a variety of terms by hearing or decoding, read some frequency words and read
simple sentences. The ultimate goal for a child, therefore, is to be well educated and
equipped with skills to meet the demands of a program in the years ahead of primary
school (Dickinson and Tabors, 2014).
2.8.3 Oral Language
Research shows that oral language is a key foundation for literacy admission
(White and Watte, 2016). Oral language proficiency is important because so many
children come to school without sufficient oral language resources (National Early
Literacy Panel, 2018). Oral language is considered as a complex skill which should
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be taught explicitly and systematically, these later will enhance reading and writing
development and improve academic achievement.
Based on the study done by White and Watte (2016), early literacy
development arises from oral language. It is through ‘talk’ that children develop
vocabulary and through interaction with adults, children develop the quality of their
narratives. They claimed that children learn in kindergarten through conversations
with positive nurturing teachers. They belived that oral language is important for the
teacher to talk individually with children about what interests them and that the
teacher uses a Comprehensive Language approach to developing early literacy. This
means that teachers should not focus on phonological awareness but rather on other
aspects of language development as well, namely; vocabulary development and
narrative. When teachers read stories and ask questions – a practice known as
dialogic reading – children have the opportunity to expand their receptive knowledge
of vocabulary and can apply it. This strategy has been cited as being the most
effective method of preparing young children for reading by Hilbert and Eis (2014).
Elaborating a child’s spoken narrative by asking questions by an adult has also been
emphasized as crucial to a young child’s developing language. Hilbert and Eis also
beilived that success in early oral language development is secured in classrooms
where teachers make a commitment to rich oral language and with children who are
very quiet or shy, teachers need strategies to draw them out through conversations
that interest them.
2.8.4 Concept of Print
The concepts of print (Brand and Donato, 2012) were used to assess the
comprehension of print concepts among children. The researcher read a storybook
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for this evaluation and when reading, asked the child about parts of the book print
names (e.g., the direction of reading), (e.g. front cover), and text (e.g., words
compared images). Questions focused on rules governing reading, including knowing
that one is reading, from left to right and from top to bottom and that the meaning of
the story is conveyed by printed words rather than images.
Brand and Donato (2012) stated that print awareness is a vital aspect that a
young child needs to understand, as it is a basis upon which a young child needs to
build to understand the concepts of reading and writing. Print awareness refers to the
understanding of a child about the nature and use of print such as understanding a
book. They also mentioned that print recognition starts early in the home as parents
read to their children before going to bed or any spare time during the day. Within
this, parents can justify reading from left to right when children read. Their
investigation reported that young children should understand that there are four main
points within print awareness which include: handling of books, directionality, word
concept, letter concept, and punctuation. These four things can underpin the effective
teaching of emergent literacy because they can teach young children the basis or
reading to increase their vocabulary and confidence (Brand and Donato, 2012).
Another study conducted by Dickinson and Tabors (2014) indicated that the
concept of print refers to identifying the concepts of a book. It refers to a child's
ability to know and recognize how 'works’ are printed for reading purposes, in
particular with books. They ensured that it is when a child is developing print
awareness and their understanding of what the concept print looks like, how it works
and that it carries meaning. They also claimed that the concept of print is so critical
for reading, it is crucial to discover the beliefs of the students about the reading
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process, its intent, and work, as well as their ability to handle the skills needed to
handle printed language. In addition, they believed that concept of print is an
essential part because this encompasses involves the knowledge of the concept of
what books, print, and written language are, and how they function. Brand and
Donato (2012) beilved that concept of print contains several understandings that
allow the reading process to take place for example; the teachers can assess the front
of the book, the back covers, and the title of the book, the illustrator and the author of
the book. Teachers can also assess left to right directionality of print and they can
assess what a word looks like, what the space between words looks like the meaning
of the period, first and last letters of a word, first and last part of a sentence and
capital and lowercase letter.
2.8.5 Sight Word Recognition
To become effective readers, students must first learn to read words from
sight. Although there are many other factors in literacy acquisition, learning sight
words are the foundation a child needs to become an adequate reader (Dickinson and
Caswell, 2015). Learning to read will help ensure that a pupil is a successful
adolescent and then a successful and productive contributing member of society as
an adult (Piasta and Wagner, 2010). Based on their study, they indicated that for
some students learning to read is not an easy task, and they will require extra
supports and instruction to become adequate readers. Sight word training is a good
technique for all students to use, but especially when dealing with disabled students
and struggling learners.
Sight words play an enormous role in acquiring reading, as well as being able
to become a lifelong learner. Children start to develop literacy skills well before they
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reach formal schooling, but learning to read whole-words, phrases, and sentences is
something that needs to be taught to students once they enter school. Students should
be taught early literacy skills, such as sight words, as early as preschool. Once a
student starts learning sight words t will give them more confidence in their ability to
read and in turn reduce frustration with learning to read (August and Shanahan,
2013). Once students feel secure that they can understand terms, they will be able to
become successful learners. Although sight words are only one aspect of literacy,
learning sight words is a prerequisite for other reading skills, such as fluency,
vocabulary, and comprehension.
Piasta and Wanger (2010) found that “the primary format of reading
instruction for students with mild to severe intellectual disabilities is sight word
instruction” (p. 332). According to their search, they noted that struggling students
have much more trouble learning how to read, particularly the words with unusual
sound patterns in them, which is why they must learn sight words. Learning essential
sight words and phrases can allow them to communicate with their adults and peers,
as well as to understand what is happening in their environment. Studies have found
many different effective approaches and methods for teaching sight words with
struggle ones. Hilbert and Eis (2014) believed that the basic way and the most
common way to familiarize students with sight words is to show them in a flashcard
with frequent practice. Flashcards encourage students to see the word in the same set
several times and can help them memorize the words easier and quickly. Another
common way of teaching sight words to struggling students is to use technology
programs. Hilbert and Eis (2014) also found that successful computer-based sight
word systems can be used by students who struggle in learning sight words. There is
no question that sight word acquisition is critical to becoming an adequate reader, so
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educators need to understand that students with disabilities require more instruction
and more practice than their typically-developing peers. Therefore, many methods,
strategies, and procedures can be used to teach sight words to all students, and
especially students with disabilities.
2.8.6 Read-Alouds
Reading to children aloud helps to support effective teaching of developing
literacy. This provides an ideal context for developing oral language skills for
children and can allow discussions with the teacher (Brand and Donato, 2012). The
children's oral language is then further discovered by discussions on the book. Brand
and Donato (2012) also beilevd that parents are more inclined to read about what is
happing in books to their children at home before they go to bed because it is a
positive way for children to understand and follow it. They also stated that even if
children cannot read, by looking at the pictures they will be able to determine what
could happen in the novel. This also supported by another study carried out by Hedge
(2014). His perspective is that when either a parent of a teacher is reading, children
who can determine the symbols will be able to follow the plot. When teachers read to
children aloud they begin by asking the students questions about what they think the
story is going to be about and questions such as 'what do you think will happen next?'
(Hedge, 2014).
According to Hedge (2014), Camburne’s theory of seven literacy learning
conditions states that children are immersed in the oral language from the day they
are born. In order to be able to read and write, children must also be interested in
written language. Hedge beielved that when teaching children how to read and write,
adults and teachers become peer mentors (2014). His findings are that children are
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more likely to understand the concepts of literacy while young children are being
read to. He stated that children read aloud to have a higher chance of reading
compared to students not having adult reading.
Reading aloud is the foundation for reading success (Neuman and
Bredekamp, 2012). They claimed that reading aloud to young children, particularly
in an engaging way and entertaining matter encourages language development and
strengthens relationships with the child-family. The researchers recommend that
teachers and families need to read children aloud to learn words and language;
improve listening skills, increase vocabulary; speak about characters, situations, and
plot, and then apply them to their own lives. This recommendation is also supported
by McGuire (2016) who stated that reading aloud help children to gain knowledge of
a variety of subjects; gain exposure to a variety of writing styles and structures;
acquire descriptive language; discuss special and moral issues; and learn to control
one's actions (Neuman and Bredekamp, 2012). He reported that, in the early years,
children who were read aloud by teachers and families developed language and
literacy skills and went to better-prepared kindergarten.
According to Anderson (2012), reading aloud is an important experience for
children who listen. She also believed that reading aloud and having conversations
help children connect with themselves. It is through talking that children learn to
make a connection, create meaning, critically think and gain comprehension in
reading. She claimed that children in kindergarten should be asked to explain how
they know about a book being read and how they make sense of it. Peers will answer
questions and start developing a process of thoughts which takes place inside the
mind. Although research is varied on the impact of reading aloud on children,
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teachers and families are encouraged to use an engaging comprehension approach.
The quote 'The way books are shared with children matters to get the greatest benefit'
according to Heath’s study who indicated that interactively sharing a story can take
many forms including strategies for pre-reading, during- reading and post-reading.
Children can make predictions based on the title, author’s name and cover, before
reading and can generate questions about the text that they may have. The teachers
and families might ask: what do you know about this subject?. Teachers and families
may stop appropriate interval times during the reading, and share questions (Heath,
2010).
Hedge (2014) stressed that reading aloud allows the teacher to teach students
both direct and indirect vocabulary instruction. He belived that reading aloud is an
educational technique in which the teacher is the subject of reading the students' text
content to facilitating the understanding of meanings of words (Hedge, 2014). His
example is that text is read to the students using the read-aloud technique, and
selected words within the text are highlighted for students to build and understand
meanings of the words through discussions in the classroom. The instructor is the
essential component of the read-aloud technique, as the student experiences during
reading help students interpret word meanings and engage students in active
learning.
2.8.7 A Print Rich Environment
Young children need exposure to such materials that can support their literacy
development. Children are motivated to use and learn literacy and express
themselves in symbolic ways, once teachers provide them with access to writing tool.
Reading books and other tools should be visible to them and use literacy effectively.
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Students need time to explore literacy and deal with books (Vacca and Vacca, 2015).
NAEYC (2012), Heath (2010) and Hedge (2014) claimed that children can acquire
reading skill when literacy takes an integral part of their daily learning. Children,
therefore, will actively construct their strategies and knowledge to read naturally.
2.8.8 Thinking Aloud
Thinking aloud is a reading process in which teachers and families verbalize
their thoughts while describing things they do as they read to monitor their
understanding (Neuman and Bredekamp, 2012). Based on their study, they agreed
that thinking aloud is a good practice to provide children in kindergarten with
thought- aloud interactions that are as meaningful as possible, something that is
especially important when dealing with concepts as abstract as elements of the story.
They suggested that the teachers and families can make their thinking visible by
modeling how fluent readers think about the text and solve the problem as they read.
August and Shanahan (2013) also claimed that thinking aloud encourages children to
use skillful readers to develop 'habits of mind'. They stated that teachers and families
may encourage and support thinking, listening, speaking, and modeling all of which
reveal the children's inner conversation with the text as they read. Their study
suggested that teachers and families may think aloud and show how to point out
connections between prior experiences and the story as well as the similarities
between books and a larger concept. August and Shanahan (2013) beilved that
children in kindergarten need to be shown this kind of thinking and then asked to
take part in interpreting books. This active involvement gives the teachers and
families an insight into the thinking of their children.
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2.8.9 Shared Reading
The shared reading experience is an additional way to create an environment
for children to improve emergent skills in literacy. The message given by literacy
professionals to families is that reading books is one of the most important ways they
can foster with their children the development of language and literacy (Hedge,
2014). Children who listen to an adult reading and share experiences with the text
build to a solid base of early literacy skills, and become ready for potential reading
success. This makes the practice enjoyable are mutual experiences with text. Without
the experience of interacting with the text, children will not benefit nearly as much
from simply listening to a book being read aloud as those read to and having
conversations about the book they have just heard. Even with large amounts of
books in children's homes, it is the book-related activities that affect the level of
learning.
According to Piasta and Wagner (2010) who developed the concept of shared
reading, storybook reading is of significant importance for the development of
children's reading. Children remain actively engaged throughout the reading in
shared reading. Shared book reading creates opportunities for children and adults to
build knowledge and to discuss meaning together in a social setting. Therefore,
concepts of print, story structure comprehension, and vocabulary learning are all
components that are formed by children listening to someone reading books. With
that experience, children improve literacy skills, but the enjoyment of reading, value,
and interest in reading are also enhanced (Piasta and Wagner, 2010).
The argument for regular book sharing between children and adults is strong.
According to Piasta and Wagner (2010), families who participate with their children
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in shared reading have a strong positive impact on the children’s verbal skill
development, as well as helping them to understand how printing works.
Additionally, children learn how to learn through the shared reading experience. If
the aim is to create professional and effective readers, families must provide the
children with these mutual reading experiences and early literacy.
2.8.10 Socio-Dramatic Play
Play with young children is important. This refers to playing with performing
scripts and playing adopted from books, creating their environment, cartoons for
playing like shops and hospitals (Dickinson and Caswell, 2015). Early childhood
environment uses social-dramatic play because young children are active learners
and use the oral vocabulary as they speak to determine the roles that children will
play such as shoppers, shopkeepers. Young children can use their ideas and write
about them so they can play. It allows children to use their imagination to create their
vision of a store. Play is part of the literacy because young children tend to write out
shopping lists and use the oral language to speak. Play underpins successful and
effective teaching of literacy because the teacher rephrases concepts that the children
may have learned throughout the week. For example, during the week, young
children may have learned words with a specific sound and when they start playing
the teacher could give specific information such as using words that start with 'L; in
the shop like lemon, lettuce. The above information can be backed up with
Vygotsky's theory because it states that having a social interaction with other peers
and adults is important for the best development of cognition for young children
(Hedge, 2014).
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2.9 Summary
In summary, this chapter has covered the theory related to emergent literacy,
assessment in early literacy, and research-based strategies that are crucial for early
reading. It has described the relevant literature on early literacy strategies for
teaching and assessment and how to implement these strategies so as to lay strong
foundations for children’s reading in a second language. There is also a section
dedicated to reading skills that are implementd in the KG schools in the UAE.
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Chapter 3: Methodology

3.1 Introduction
This chapter describes the study's methodology. It describes the participants
and how the researcher selected them. It also outlines the design selected for the
study and the procedures that were utilized to gather data as well as the instruments
and their validation procedures. The researcher concludes with a summary of the key
concepts that are highlighted in the chapter.
This research aims to examine teachers’ views concerning reading strategies
and reading assessment and to describe the most frequent reading strategies and
reading assessments that KG teachers implement in practice. Concerning methods of
data collection, the study employs a quantitative method approach through the use of
questionnaires and classroom observation checklists. Through these research
paradigms, the study addresses the following overarching research question:
1. What are KG English teacher beliefs on the importance of teaching and
assessment of reading strategies?
2. What do KG teachers actually practice as interactive reading strategies in the
classroom?
3. Are there variations between teacher beliefs on the use of interactive
strategies and the realities of teaching reading in the KG classrooms?
The format of this chapter, therefore, will be divided into several sections as
follows (1) the research design, (2) the participants and sampling, (3) the descriptions
of the participants, (4) the instrumentation, (5) the validity, (6) the realibility (7) the
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data collection, (8) the method of data analysis, (9) the ethical considerations and,
(10) the summary.
3.2 Research Design
The literature review has shown the importance of using reading strategies
and assessment reading strategies in teaching reading to EFL learners. To obtain
close and rich data about participant beliefs, of reading strategies and assessment
reading assessment, and do they actually implemented these strategies in the
classroom. The researcher used a quantitative research design to answer the given
research questions.
This design allows the researcher to assess the belief of English Teachers as a
first step to understand their views about the types of reading strategies and reading
assessment strategies they used. Then the researcher compared the responses with the
actual practices to check if there is any variation between their beliefs and actual
actions of reading strategies and reading assessment in their classrooms. As a result,
the researcher used variation in data collection that led to greater validity and
reliability of data and their interpretation.
3.3 Participants and Sampling
This research was conducted in Al Ain in the United Arab Emirates. The
participants were selected from the Al Ain region in the Abu Dhabi Emirate.
There are 33 Kindergarten public shools across the Al Ain region and the
researcher selected 26 schools as a convenience sample, to participate in this study.
The choice of the school district was selected because of the researcher’s ability to
approach the identified schools in the Al Ain district. The selected schools are all
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government schools and they follow Ministry of Education (MoE) curriculum. They
all have two grade levels- KG1 and KG2.
The participants of this study were selected from the total population of two
hundred and thirty-five English Medium Teachers (EMTs). They were all female
teachers who work at public Kindergarten schools in Al Ain with expertise in
teaching Literacy in early childhood. This study was conducted with 231 English
Teachers who were involved in the investigation and only 194 teachers responded
and 37 teachers did not return the questionnaire to the researcher. As can be seen
from Table 1 below, the majority of the teachers are foreign teachers (90%) and the
minority are locals (10%).
Table 1: Participant’s Mother Language
First Language

Frequency

Percent %

Arabic

20

10

English

174

90

Total

194

100

The researcher therefore, used a convenience sampling which involves
getting participants typically wherever it is convenient, easy to get at and close to the
researcher. Fastré, Van and Van (2010) claimed that convenience sampling is a
technique of non-probability sampling, where samples are chosen due to their
convenient accessibility and proximity to the researcher. One of the limitations of
this sample is the number of KG English Teachers who participated (194) did not
represent the entire population of the English KG teachers across the UAE. The
results of this study cannot be generalized.
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In terms of classroom observations, the number of kindergarten schools the
researcher selected was four, as shown in Table 2. The schools were selected because
they were accessible to the researcher. Amongst the participants, 17 English
Teachers were chosen based on the preferences from the English Head of Faculties
(HoFs) for the classroom observations. The purpose of targeting these teachers is that
it is easy for the researcher to reach them.
The total number of children was approximately 680. Each class was
arranged into groups of 22 to 25 students across grade levels: KG1 and KG2. The
teaching staff is roughly comprised of 112, 4 Head of Faculty (HoFs), 62 Arabic
Medium Teachers (AMTs), 28 English Medium Teachers (EMTs), 2 special
education and 16 Classroom Teachers Assistant (CTAs) in each school.
Table 2: Participants in the Classroom Observations
School

Number of Teachers

Grade level
KG1

KG2

A

4

2

2

B

4

2

2

C

4

2

2

D

5

2

3

Total

17

8

9

Table 2 shows the number of observed participants per school. The total
numbers of teachers who had been observed are 17. The teachers were selected from
different classes based on the HoF’s selection. Four teachers of English were
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nominated to be observed in each school. Each classroom observation was conducted
once
3.4 Description of the Participants
Further details on the participant population are documented in the tables
which follows. Table 3 below illustrates the participant qualifications, Table 4
indicates the participant teaching experience, Table 5 describes the grade levels that
the participants teach, and Table 6 presents the teaching license of the participants.
Table 3: Participant Qualifications
Degree

Frequency

Percent %

Bachelor

108

56

Master

78

40

Doctorate

8

4

Total

194

100

Table 3 above, presents the academic degree of the participants who
participated in this study. The school has qualified teachers who mostly have
Bachelor's degrees and a few of them have got master's degrees in Education. As can
be seen from Table 3 above, 108% of the participants held bachelor’s degrees, 50%
held Master, 40% hold master’s degrees, and only 4% held Doctor of Philosophy
(Ph.D.) degrees.
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Table 4: Participant Experience
Teaching Experience

Frequency

Percent %

1-5 Years

36

19

6-10 Years

86

44

More than 10 years

72

37

Total

194

100.00

Table 4 illustrates the teaching experience of the participants. As Table 4
reveals, 19%, of the participants were relatively new to the teaching field with 1-5
years of experience, 44% had 6-10 years of experience, and 37% had 10 years and
above, years of experience.
Table 5: Participant Grade Levels
Current Teaching Assignment

Frequency

Percent %

KG 1

102

53

KG 2

92

47

Total

194

100

Table 5 describes the grade levels which they teach. Most of the participated
teachers are from KG1. As indicated in Table 5 above reveals, 53%, of the
participants teach KG1 and 47% teach KG2.
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Table 6: Participants Teaching License Status
Teaching License

Frequency

Percent %

Yes

183

94

No

11

6

Total

194

100

As indicated in Table 6, 94% is the percentage of the participants who have
got an international teaching license outnumbered the non-license teachers (6%).
3.5 Instrumentation
Two types of instruments were used to collect data for the present study (1)
questionnaire (2) and classroom observations.
3.5.1 Questionnaire
A questionnaire (See Appendix 1) is an effective tool because it consists of
several questions to collect information from respondents. It is a simple and easy
way to obtain feedback from the targeted audience (Friesen and Haigh, 2018).
In this study, the questionnaire was designed to obtain information about
teacher beliefs of common strategies that are implemented in classrooms. This data
revealed important insights about students learning processes from teacher
perspectives. The questionnaire had two sections: The first section consisted of
reading strategies and it has There were sixteen items. The second section was
comprised of reading assessment items. There were 15 items in total. Both sections
together comprised of 31 items. A five-point scale questionnaire was used to indicate
how often each strategy was applied by the partiicpant (1) indicated not at all, (2)
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indicates almost not at all, (3) indicates sometimes, (4) indicates frequently, and (5)
indicates always). Participants were requested to give a value to each item in terms of
how often they would implement the strategy in the classroom given the value they
would assign to it, in terms of belief in the quality of teaching and learning that
would be achieved by it.
3.5.2 Classroom Observation Checklist
The classroom observation checklist (See Appendix 2) was the second
method of data collection used in this study to explore teachers' practices in
conducting different reading strategies and reading assessment. Observation is one of
the most common data collection methods in primary research (Morin and Williams,
2016). Conducting observations was an appropriate method of data collection
because observations can help improve the performance of teachers by improving the
quality of teaching and learning. After all, it permitted the gathering of live data from
a naturally occurring setting, and as a result, the researcher could look into what was
taking place in practice.
The researcher utilized the classroom observation checklist which allows her
to record information quickly about what individual KG English teachers perform in
relation to reading strategies and reading assessment strategies in their classrooms
(Morin and Williams, 2016). The checklist has two sections; the first section has a
number of reading strategies whereas the second part has several numbers of reading
assessment strategies. These strategies were presented in an organized format that
could be effectively revisited to look at the consistency of how often each strategy is
implemented in practice. Each strategy has a box next to it where the researcher ticks
easily in the box whenever the strategy is used. In addition, the researcher used a
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clipboard for anecdotal notes to gather the data. The researcher also took intensive
notes about teaching strategies besides the classroom checklist to record reading
strategies within the reading skills during literacy. Later, these data were checked
and compared with teachers’ responses to the questionnaire to see the consistency
between teacher beliefs about literacy instruction strategies and their actual practices
in their classes. Each classroom observation checklist is dated to provide a record of
observations over a period of time.Each teacher of English was requested to be
observed during literacy instruction once throughout the week. This ensured that a
total of four teachers were observed in each school for a week. The total number of
observation was 17. Observations were conducted in regular classrooms with
participant consent and each teacher was observed once. The researcher spent almost
two weeks for every single observation on the strategies for both teaching and
assessment that was observed.
3.6 Validity
Validity is identified as the extent to which the instrument measures what it is
aimed to measure. To put it more simply is that the research has shown what it has
intended to show (Morin and Williams, 2016). As Morin and Williams (2016)
declared that construct and content validity plays a significant aspect in developing
any instrument tools. It is therefore important to make sure that the construct and the
content validity are addressed and identified for this study.
To establish the content validity of the instrument, the questionnaire was
validated through three methods: Expert opinion, peer reviews, and a pilot study.
Reviewers were required to provide comprehensive feedback and input of the
questions with how the content and construct are appropriate and suitable for this
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study. Alterations to the content meant switching the order of items to prioritize them
and adding items that were accounted for, and then applied to develop the
questionnaire. First, the questionnaire was given to educators who know about
constructing a questionnaire. The questionnaire was constructing by sending emails
to the five professors who took part in revising and commenting on the
questionnaire.
A panel member included five professors from the College of Education with
two highly experienced teachers who revised the questionnaire. One of the areas for
improvement that the panel suggested was to exclude, revise, or modify as the initial
draft of the questionnaire included more categories and statements. The suggestion
was to only tick the boxes for each item. Another piece of valuable feedback was to
omit one of the strategies as it was repeated. For instance ‘using a finger
figure/pointer to look across the parts on the page’ and ‘running a finger along with
the text’. The researcher, therefore, kept the first statement and the second one was
deleted. An additional suggestion was the clarity of the chosen strategies to avoid
any possible misunderstanding. The last recommendation was to ask the teachers for
their emails.
The questionnaire was also presented to a panel of specialists at one of the Al
Ain schools that follow the Department of Education and Knowledge’s curriculum to
comment and review on the structure of the sentence, the type of statements, how
strongly the statements are tied to the research questions, the layout, and the choice
of words. The panel comprised of two faculty members from ADEK. These two were
EMTs who work with the same school where the researcher works. The researcher
handed the questionnaire out to these two peers to check for any errors and if there
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were any ambiguous questions. They handed in the papers with some annotations on
it on the same day and they both agreed to rewrite some of the items to simplify he
sentence structure and delete some irrelevant items.
Based on the recommendations of the panel, the researcher made the
recommended changes to the questionnaire.
Based on the pilot study, there was nine English HoFs that have been taken
and those are from different schools that have not participated in the study. The pilot
study which was conducted at the end of the year 2017, there were some changes in
terms of the data collection instruments. For instance, two items in the reading
strategies were eliminated because they were redundant. In addition to that, three of
them suggested that the time assigned needs to be considered. To do so, the items
need to be reduced to take less time than the researcher had planned.
3.7 Instrumentation
Reliability is defined as a measure of the degree in which the same analysis
procedure is likely expected to give consistent results. In other words, it is the extent
of accuracy of the instrument which consistently measures what it is supposed to
measure (Morin and Williams, 2016). Based on Gripps who reports that the internal
consistency is a measuring base in the correlations between different items on the
same test. It measures whether several items proposed to measure the same general
construct produce similar scores (Gripps, 2011). To design a reliable instrument, the
researcher implemented a statistic calculator called Cronbach's alpha to calculate the
reliability value of the questionnaire to measure similar items to be related internally
consistent.
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In this current study, Cronbach's Alpha for each domain was obtained, to
indicate that the two domains have adequate internal consistency using 9 English
HoFs that have been taken and those are from different schools that have not
participated in the study. The overall Cronbach alpha was formed to be 0.80 which is
considered to be an acceptable value. This score hence indicated that the scores of
the questionnaire were reliable because it is between the degree of significance
below and above one.
3.8 Data Collection
After the questionnaire was confirmed by the advisor, permission was granted
to distribute the questionnaires to schools (See Appendix 3). The researcher started to
distribute the questionnaires among the schools in Al Ain. The data from the
questionnaire revealed important insights about student learning processes from each
teacher’s own beliefs.
Once the questionnaire was confirmed by the advisor, the researcher used a
letter of introduction from the College of Education at the UAE University (See
Appendix 3) to obtain the permission from Abu Dhabi Department of Education and
Knowledge (ADEK) to research public schools. The researcher then contacted
ADEK to get the approval letter to distribute the questionnaire to the schools and to
collect statistics as regards the number of KG schools as well as to perform
classroom observations (See Appendix 4). The researcher started the process of
collecting data by preparing a letter to the targeted schools in which the researcher
explained the purpose of the study. The researcher also ensured the cooperation of
different KG schools by enclosing a copy of the ADEK’s letter of approval and UAE
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university letter with every set of questionnaires the researcher distributed to each
KG school.
The request letter then was sent to the 26 principals to work for as voluntary
participants for the proposed study. Each KG school principal in Al Ain district
received a letter outlining the proposed study and requesting the English teachers to
respond to the questionnaire. Teachers were informed that their participation in the
questionnaire is voluntary.
This process took approximately three weeks. The researcher first created an
excel sheet to plan how to approach many schools in Al Ain and distribute the
questionnaires among them. This sheet included names of schools, their locations,
date of receiving, date of submission, and number of EMTs in the school. This
process was completed by April 2019.
The actual questionnaire was administered during normal class times with the
help of the school's Head of Faculties (HoFs). To avoid misunderstandings, the
researcher spent five minutes explaining the questionnaire, the purpose of this
research, the rating scales and so on. However, there were certain schools where the
researcher met with the teachers in a conference room to help them understand the
purpose of the questionnaire and what the researcher asked them to do. Then, the
researcher gave the questionnaire to the HoFs and came back after a few days. 2
schools finished the questionnaire on the same day. On the other hand, the other
schools took between 2- 6 days to finish the questionnaire, after that, the papers were
gathered immediately and coded for analysis.
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Each school received an envelope with the questionnaire. On the front of the
envelope, there was a letter for the HoF to briefly described the aim of the
observation and what the researcher intended to look for. The envelope kept with the
HoF or the Vice-Principal (VP) until all the papers collected from the teachers.
The second method used was a classroom observation. Classroom
observations were conducted at the convenience of each participant. The approval
letter from ADEK was sent again to the four principals via email. The researcher not
only sent an approval letter but also explained to them the need to have four English
teachers to volunteer to access their classroom and prepare a lesson for the sake of
getting information regarding the researcher's purpose.
The classroom observation was carried out in seventeen sessions and each
session lasted for 60 minutes. Due to the research’s time, she spent 40 minutes in
each class. The observations were held in a class with just the researcher, facilitators
(AMT & EMT) and the students. Before the classroom observation, verbal consent
was obtained.
During the observation, observation checklists about teaching strategies and
reading assessment strategies were taken to see what reading strategies KG teachers
implemented within the required reading skills in the early development in the KG.
The classroom observations allowed the researcher to describe and understand the
teaching and learning procedure to answer the third research question (Morin &
Williams, 2016). Later, these data were checked and compared with teachers’
responses to the questionnaire to see the consistency between teacher beliefs about
literacy instruction strategies and their actual practices in their classes.

79
3.9 Method of Data Analysis
As described earlier, a quantitative source of data was utilized for this study.
The data obtained from the questionnaire which have been coded and fed into the
computer SPSS package. The Statistical Package for Social Sciences (SPSS Software
Version 24) was applied to analyze the quantitative data. So the questionnaire results
on reading strategies and reading assessments were scored and analyzed using a 5point Likert Scale. The individual scores, mean, and standard deviation were
calculated to present the descriptive statistics for reading strategies and reading
assessment.
In contrast to the statistical analyses, the quantitative analysis was conducted
for the individual teachers. The classroom observations checklist were initially
collected and then carefully examined what strategies are often implemented in the
classrooms through taking notes within the checklist.
The final stage, after analyzing both sources of data individually, was that
the researcher looked at how the two data sets related to each other. More
particularly, the participant beliefs surrounding importance of reading strategies and
reading assessment strategies were compared to observe the similarities or
differences between the two variables.
3.10 Ethical Considerations
Since research often involves a great deal of cooperation and coordination
among many different participants, ethical standards are essential to promote trust,
accountability, mutual respect, and fairness (Morin and Williams, 2016). Therefore,

80
the researcher considered ethical issues while collecting the data, to protect the
privacy of the participants.
There are three different factors that the researcher used in the process of
collecting data. The first factor is informed consent. The researcher made sure that all
participants are aware of what they were required to do. Morin and Williams (2016)
claim that ethics in research is dominated by two concerns; informed consent and the
protection of subjects from harm. The second factor is confidentiality in which all
participants were assured that their identities would not be revealed to anyone who is
not involved in the study. The third factor is anonymity which means that
participants cannot be identified by the research. The researcher informed the
participants that their identities would be protected, which intend helped in raising
the reliability of the answers given, and may encourage trust, and awareness of
potential ethical issues.
For informed consent, the researcher gave the principals, HoFs, and teachers
a letter of notification from United Arab Emirates University (UAEU) which
included general details of the study as well as discussing any potential harm that the
study may cause. It explained briefly what the researcher might be doing with the
study.
3.11 Summary
This chapter has explained the methods of data collection used in the study.
To collect data on teacher beliefs on the interactive reading and assessment strategies
(items on the scale) a quantitative survey was administered on a 5-point Likert scale.
To collect data on the implementation of reading strategies, qualitative classroom
observation methods of data collection were used. The observations described what
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reading strategies teachers were implementing in the classroom. A mixed design was
most applicable, as the study involved both the teacher beliefs and their actual
implementation to enhance early childhood literacy in the kindergarten classroom.
The classroom observation method permitted participants to showcase their work and
elaborate on their experiences verbally as concerns their strategy use. The
questionnaire allowed the participants to respond to the items according to their
beliefs as to priority strategies and those they deemed to hold lesser importance.
From the data in the survey and from the practice observed in the classroom the
researcher could then note any consistencies between teacher beliefs as to the value
of individual teaching and assessment strategies and their actual implementation
through practices in kindergarten classrooms.

82
Chapter 4: Results

4.1 Overview
This chapter presents the major findings of the study. The purpose of this
study is to explore the beliefs of kindergarten teachers of English on the use of
interactive reading strategies for teaching and assessment in Kindergarten (KG)
classes. On an itemized list, teachers were requested to assign a value to the
importance of a series of strategies in terms of implementation for early learners in
laying the foundations of early literacy. Then, the aim was to find out which of the
assessment strategies KG teachers actually implement in the classroom to find out if
there were a concurrence in the value assigned and actual implementation in the
classroom. Beliefs were researched via a questionnaire to uncover teacher beliefs
regarding interactive reading and assessment strategies, followed up by classroom
observations to research whether the strategies, required by the MoE were being
implemented.
These two themes are addressed through the following three research
questions:
1. What are KG English teacher beliefs on importance of teaching and
assessment reading strategies?
2. What intractive reading strategies do KG teachers actually use in practice?
3. Are there variations between teacher beliefs in the use of interactive strategies
and the realities of practice in teaching and assessing reading in KG
classrooms?
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This chapter will be divided into two sections. Section one will report on the
quantitative survey results and section two will present the qualitative observation
results.
4.2 Quantitative Results
4.2.1 Result of Question One on Reading Strategy Value
Table 7: Literacy Strategies Used in Teaching Reading in KG Classes
Mean

Std.

Rank

Deviation
Activate students’ prior knowledge.

4.55

0.668

7

Use gestures

4.73

0.604

3

Use the title to predict what will happen in the story

4.31

0.856

9

Look at the illustrations to predict what will happen in the story

4.61

0.668

5

Use facial expressions to engage children and keep them interested

4.78

0.482

2

Read aloud

4.80

0.484

1

Think aloud strategy

4.11

0.804

12

Implement graphic organizers

3.64

0.973

15

Partner reading strategy ( two students work together to read an

3.24

1.216

16

Use a finger figure/pointer to look across the parts on the page

4.36

0.884

8

Read with the students

4.60

0.654

6

Identify the components of a story —beginning, middle, and end

4.16

0.905

10

Use context clues

4.13

0.962

11

Encourage students to guess the meaning of new words

3.71

1.183

14

Point to the letters and words to show their sounds

4.68

0.587

4

Use a clapping strategy to identify the syllables in a word

3.99

1.008

13

The Overall

4.275

assigned text)

Table 7 answers research question 1 which is essentially related to types of
reading strategies that KG teachers of English used and hence, reportedly implement
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in the classroom. This table outlines sixteen reading strategies that teachers by the
report, implement during literacy lessons. The mean scores range between 4.80 and
3.99 and the overall mean score is 4.27. It is important to mention that the overall
response of ‘reading aloud’ has the highest mean score (M= 0 80) when compared to
the rest of the reading strategies. The second highest mean score (M= 4.78) is
concerned with ‘using facial expressions to engage children and keep them
interested’. Then, ‘using gestures’ is the third highest mean score (M= 4.73). The
lowest mean score, however, is ‘partner reading strategy’ (M= 3.24). It shows that
these strategis are not effective for this age group. The second-low mean score is M=
3.64 ‘Implement graphic organizers.’ This strategy is not used often in classes and
hence, is might be not effective for this particular group. ‘Looking at the illustrations
to predict what will happen in the story’, and ‘reading with the students’ perceived
quite similar scores which are (M= 4.61) and (M= 4.60) suggesting that teachers
believe these strategies have value and they implement them.
4.2.2 Results of Question One on Reading Strategy Assessment Implementation
Table 8 shows the descriptive statistics of reading assessment strategies
implemented and therefore, valued by KG teachers. The table presents 15 ways of
assessing a student's understanding of literacy. The overall mean score is M= 4.26
and the range of mean scores is between 4.54 and 3.46. In general, the mean scores
for most assessment strategies were positive suggesting that teachers believed in
these strategies as having value.
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Table 8: Types of Assessment Strategies Used During Early Literacy classes
Mean

Std.

Rank

Deviation
Point to letters in the story

4.52

0.763

2

Point to words in a sentence

4.54

0.728

1

Isolate and identify the phonemes in a word

4.30

0.835

7

Identify rhyming words

3.90

1.013

11

Identify words that begin with the same letter

4.49

0.692

3

Identify words that end with the same letter

4.05

0.994

10

Identify words that can be broken up into syllables

3.64

1.135

12

Listen and identify letters’ names

4.42

0.897

5

Identify capital letters

4.31

0.903

6

Identify the end of a sentence

4.05

1.014

10

Make predictions based on pictures

4.48

0.750

4

Retell the story

4.48

0.770

4

Act out a story

4.14

0.985

9

Draw what they hear

4.16

1.003

8

Write symbols and letters

4.52

0.707

2

The Overall

4.266667

Table 8 shows the descriptive statistics of reading assessment strategies
implemented and therefore, valued by KG teachers. The table presents 15 ways of
assessing a student's understanding of literacy. The overall mean score is M= 4.26
and the range of mean scores is between 4.54 and 3.46. In general, the mean scores
for most assessment strategies were positive suggesting that teachers believed in
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these strategies as having value. In response to question 2, the majority of those
surveyed indicated that ‘pointing to words in a sentence is the highest mean reported
(M= 4.54). The next highest means reported respectively highest (M= 4.52) ‘pointing
to letters in the story’ and ‘identifying words that begin with the same letter’. Then,
the following highest mean scores reported are ‘making predictions based on
pictures’ and ‘retelling the story’ which have the same mean result (M= 4.48).
However, the lowest mean is (M= 3.64) ‘identifying words that can be broken up
into syllables.’ The results of the two assessment strategies which are ‘identifying the
end of a sentence’ and ‘identifying words that end with the same letter’ are the same
(M= 4.05). They are the next lowest mean reported (M= 4.05) and hence the lowest
valued strategy. These two are the next lowest mean reported and hence the lowest
perceived item.
The data shows that the overall main score of the six reading strategies (M=
3.50). It has been noted almost all teachers use oral language strategy during their
reading lessons. The analysis shows that there is a very minor difference among all
strategies. However, the majority of these teachers demonstrated a lack of interest in
vocabulary development and guided reading (3.2). The overall mean score of the
eight reading assessment strategies is M= 4.00. Besides, the results for phonemic
awareness and print awareness are very similar and emerging writing and classroom
presentations are the same except for retelling the story. This specific strategy has the
lowest mean score (M= 1.30).
4.3 Quantitative Results from Classroom Observation Checklists
Classroom observation checklists were carried out to compare reported
beliefs of value of teaching and assessment reading strategies and the actual
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implementation. Data were drawn from 17 classroom observations to determine the
consistency between teachers’ beliefs about literacy instructional strategies and
reading assessment strategies and their actual practices.
A frequency tally was used during classroom observations. The participants
utilized a range of reading teaching and assessment strategies with their students. The
first category of themes was related to what kinds of literacy strategies teachers use
in teaching reading in KG classes. Six emergent themes for the category included (
See Frequencey Table 9): (a) phonemic awareness, (b) concept of print (c) letter
knowledge, (d) oral language, (e) guided oral reading, and (f) vocabulary
development. The second category of themes focused on what kind of assessment
strategies teachers use to assess the literacy growth of students ( See Frequency
Table 10). The themes in the category included (a) phonemic awareness, (b) print
awareness, (c) letter knowledge, (d) questioning, (e) retelling story, (f) reading
comprehension, (g) emerging writing, and (h) classroom presentation.
The following is the summary of findings from classroom observations:
4.3.1 Teaching and Assessment of Reading Strategies Practiced
4.3.1.1 Phonemic Awareness
14 out of 17 teachers used phonemic awareness in general with their children.
This includes blending, manipulating, segmenting and decoding. Besides that, only 5
of them sing a song of sounds before they started the lesson to review the sounds.
Only 1 of them plays a game called 'I have… Who has’ with the sounds during the
carpet time. Those 14 teachers mostly asked their children to identify the first sound
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that they hear in a specific word and only 10 of them also focused on identifying the
last sound that they hear in a specific word as well.
One of the 14 teachers explicitly played the vowels with the letter of the
week. She first reviewed the vowel sounds ‘u, i, o, a, e’ with her children during the
carpet time. Then, she showed them the letter of the week which was a letter ‘Dd’.
Then, she wrote on the whiteboard the letter 'Dd’ with one vowel at a time and let the
children read them. Example: da, de, dig, dog, dug.
Adding to this, there was also another participant who was giving her focused
group a pre-activity before they had a guided reading. The activity was each child
has a set of cards and each card has a word on it. The child needs to read them, it was
CVC words. For example, hat, man, van, cat, bat, sat, and mat.
There was also one teacher was reviewing the transportation theme with her
children She wrote on the flip chart the morning message, one of the questions was
written on the chart, it says ‘What are different modes of transportation that can we
use?' then a boy stood up and drew a bus. Then, the teacher said can you write the
name, she was sounding out the word bus b b b u u u s s s’ to help the child with
writing the name. So, the child wrote the word correctly.
4.3.1.2 Print Awareness
The classroom observation revealed that 15 out of 17 utilized print
awareness. The concept of print was either conducted with a focused group or with a
whole group. The books they selected were from ADEK books, Collins Big Cat,
Raz- Kids, Themed bilingual books 'Transportation' or a PowerPoint bilingual story.
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ADEK books are printable books for use in class and it has a set of 6 copy of
UAE alphabet resources. It is designed for a focused letter to support and provides
extra support to help EFL learners quickly acquire vocabulary. It is a practical book
that has high-frequency word patterned sentences with vocabulary words.
Collins Big Cat is a set of books that focus mostly on the phonics for letters
and sounds. It has a great selection of fiction and non-fiction readers. It is for both
primary and early years schools.
Raz kids are an interactive application and it is comprehensive level reading
resources for kids. Children access their graded text through an interactive learning
portal designed to keep them inspired, motivated, committed, and engaged.
Themed bilingual stories are printable books that school should plan for it
before the theme unit starts. In one of the schools that the researcher visited, the
theme was about ‘My Country’. Usually, every theme stays for about 4 weeks and
based on that teachers should have a theme planning meeting where they need to
discuss what they should teach across the theme. Teachers from both level grades
should agree to choose a country. Then, the AMT and EMT from each class should
sit together and plan of what that country has. What famous landmarks that makes
that country special.
To clarify, six teachers used ADEK books, three teachers used Raz Kids, two
teachers used Collins Big Cat, two teachers used a Themed book, one teacher used a
story of ‘Handa’s Surprise’ on the PowerPoint, and 1 teacher used a story of ‘The
Very Hungry Caterpillar’.
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Those teachers were mostly focused on the books and they emphasized with
their children that these books have parts such as a title, front and back cover. Most
of them clarified with their children ways to distinguish between letters and words.
Only 12 of them continued showing them how to turn the pages one by one, how to
handle a book, which side is the cover, and which way to turn the pages. What is
more, they mentioned the direction of the book and that book open from left to right
and the text is read from left to right as well. They also performed that written words
are separated by spaces; they forced their children to use their finger on the first
word. The only one used a pencil to encourage her children to put the pencil on the
first word every time they turned the page. Furthermore, these teachers also taught
children that a full stop is one of the signals that used when the sentence is ended and
they kept telling their children whenever they finished their sentences.
4.3.1.3 Letter Knowledge
15 out of 17 are the number of teachers who implemented this strategy. They
encouraged children to recognize and know the name of the letters and the letter
sounds which mostly occurred during the carpet time. Those fifteen teachers also
encouraged their children to point out the familiar letters whether they are capital
letters or lowercase either in the morning message or in the story that they read to
their children. However, only one teacher asked her children to sing the alphabet
song while she was pointing to every single name of the letters of the alphabet. The
teacher was pointing to each letter. Only 4 were singing the song of sounds with the
movements along with the song with their children. 7 teachers read the alphabet
books with their children at the centers.
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4.3.1.4 Oral Language
12 out of 17 teachers read aloud with their children but 2 of them read with the
small groups but the rest they read as a whole group at the carpet time. One teacher
was holding a story ‘No Sid No’ and showed them picture walk to guess the meaning
of the title. Another teacher read ‘Tec and the Cake’ and when she read the story she
asked her children ‘Look at the picture that is on the front cover, what does the
picture remind you of ? ‘. So, she connected the cake to their personal life
experience. In the same way, there was another teacher who read the story ‘The
Occupation’ from Raz-Kids and she also connected one of the pictures to a situation
that the class had experienced before. The last slide has a picture of a plumber.
Teacher said:
‘This is a plumber , it is a person who fixes your toilet if it is not working. You
have to call a plumber to come and fix your toilet’, ‘Remember when we had water
leaking on the bathroom floor? We had to call a plumber to fix the water leak.’.
One of the teachers used a strategy of think-pair-share. She encouraged her
children to pair up with their partner to look at the story map of the story ‘Tec and
the Cake’ and share the favorite part of the story ‘What is your favorite part of the
story?’ The Teacher asked. The students started to share and most of them said it in
Arabic except one who shared the favorite part in English. The same teacher also
taught her children to use clues to figure out either the meaning of the word or to
describe the picture. The teacher asked her children to turn the page and look at the
picture and said: ‘Who ate the cake?’ She also stated that and said: 'We use the
picture to tell us about the word', then she asked: ‘What word is this?' she was
referring to a cat. The teacher said: ‘another way to say how to know this word,
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sometimes as readers, we can look at the picture and the picture can sometimes help
us figure out what a word is we do not know. As in this case, the cat and I see a
picture of 'what?' students said: ‘cat’. A different teacher also pointed to the picture
when she read the story ‘The Very Hungry Caterpillar’. She was pointing to the
picture to name the fruits and count how many fruits they saw. 17 teachers asked
questions whether they were in circle time or at the center. All the teachers asked
relevant questions related to the story they read to their children. They asked students
to tell them what the story was about and name the characters. Only two of them
asked questions where the children could think and wonder what would happen in
the story. These two teachers frequently asked ‘why questions’ to predict to
anticipate what might come next and to understand the characters of the story. Five
out of seventeen were typically described the pictures.
4.3.1.5 Guided Oral Language
10 out of 17 teachers used guided repeated oral reading in their classrooms, 9
of them implemented at their focused groups and only one implemented in the whole
group during the carpet time. Mostly the books were the alphabet books that have
pattern language recognition except for 3 which were related to the theme - America,
Australia, and different transportations. In all settings, teachers were first to read a
passage aloud then students took a turn reading. However, only one teacher read the
story first, she then asked her children to read silently to themselves before they
started to read the passage one by one.
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4.3.1.6 Vocabulary Development
Seven out of Seventeen participants focused on vocabulary growth. Five of
them introduced the vocabulary that is on the ADEK Alphabet Books. They mostly
went through the words before they started reading the book.
Another teacher reviewed the sight words before she read a story on the Razkids called ‘I Draw a Bunny'. She was holding two flashcards of sight words which
were 'I’ and ‘the’
A different teacher read the story ‘Handa’s Surprise’, she kept reminding
them the names of fruits by asking children to remember the questions all the time
especially with the name of the fruits that children were unfamiliar with such as
passion fruit, and avocado while the rest of the fruits were easier for them to recall.
4.3.2 Reading Assessment Strategies
The second category of themes focused on what kind of assessment strategies
teachers use to assess the literacy growth of students. The themes in the category
included (a) phonemic awareness, (b) print awareness, (c) letter knowledge, (d)
questioning, (e) retelling story, (f) reading comprehension, (g) emerging writing, and
(h) classroom presentation.
4.3.2.1 Phonemic Awareness
13 out of 17 teachers assessed their children on identifying the first sound of
a word. They mostly asked their children to recognize and say the beginning
phoneme that they hear; however, one of them asked her children to identify the first
sound as well as the last sound in a word. Furthermore, only three of them asked
their children to find the letter of the week. This was done generally on the carpet
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time while the teachers wrote the morning messages and one teacher did it when she
was reviewing the letters on the whiteboard.
On the other hand, two teachers encouraged their children to read the title,
one story was 'Tec and the Cake’ and the other story was ‘No, Sid No’. The first
teacher pointed to each word on the cover of the story and encouraged her children to
read the title whereas the other teacher was only pointing to the word 'no' because it
was one of their sight words. Both of them were essentially teaching their children
how they combine the sounds to make a word and that was very obvious with the
first teacher. Another teacher was having a set of CVC words and she was working
in a small group. Her focus group had a pre-activity before they read a book that
related to transportation. She gave each child a set of cards and they had to read
them. The words were ‘hat, cat, van, man, bat, and mat’. During the activity, the
teacher asked each child to blend the sounds to say the word on the card. Two of
them read them correctly and the other 3 read with the help of the teacher.
Two participants read a book about a specific country, one was about
America and the other was about Australia. They were assessing their children to
point to the letter and sometimes to the word. This occurred when they finished
reading the book.
Only one teacher encouraged her students to create a new word by
substituting one phoneme for another. In other words, she was replacing a phoneme
with another phoneme. For instance, dag, dog, dug, dig, deg.
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4.3.2.2 Print Awareness
12 out of seventeen participants asked their children to show how to turn the
pages and which way to turn the pages. 4 of them were specifically compared
between the Arabic way of opening the book and the English way and how they
differ between one another.
Five out of seventeen participants made sure that students use their fingers along
with the text while reading. Other teachers gave each child a pencil on the carpet to
follow along with the text whereas another teacher used a pointer in a small group
while they were reading an electronic story on Raz-Kids.
Three out of seventeen participants asked children to point to the title and one
of the examples was a teacher who read the story ‘The Very Hungry Caterpillar’. She
said: ‘Who can show me the title of the book’.
10 out of 17 teachers asked their children to identify either letters or sounds
in a sentence. They were also assessing their children to locate the sight words in a
sentence. One of the examples was when the teacher read the story ‘Tec and the
Cake’. She asked her children to ‘Can you circle the word ‘and’?
Only one out of seventeen asked her focus group to count how many words
are in the sentence. They read an electronic story named ‘The Occupation’ when
each child finished reading her/his sentence, she asked them to count how many
words they saw in the sentence that they just read.
Five out of seventeen asked their children what punctuation mark is used at
the end of each sentence they read, most of them said a full stop. Besides that, just
one teacher assessed their children about space and how important it is to put space
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between each word. She encouraged her children to use their fingers to indicate the
space every time they read.
4.3.2.3 Letter Knowledge
Ten out of seventeen participants assessed their children’s knowledge of the
naming letters of the alphabet. They asked them to name specific letters that they
knew. One of the examples was a teacher who read the ADEK Alphabet Book of 'Tt’
and she asked the students to name the letter ‘t’. In the same example, she also asked
them to make a distinction between the lowercase ‘t’ and the capital letter ‘T ‘and
then she asked them to point which one is the lowercase and which one is the
uppercase.
Another example was when the teacher wrote a morning message, she asked
students to find the letters on the chart by circling them in different colors and say
the letter names or the letter sounds. This occurred with also other four teachers,
when they wrote a morning message during the carpet time.
7 teachers out of 17 were reading the ADEK Alphabet Books in small groups.
They frequently asked their students to either point to the letter sounds or to point to
the letter names.
4.3.2.4 Questioning
All of the seventeen teachers asked many questions some were only related to
reading while others were broader and included reading, reviewing the sounds,
letters, and sight words. Most of the questions asked were related to recalling,
understanding and comprehension as in the following examples:
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‘What country did we learn about this week?’ The teacher was reviewing with
her children before they read a book on 'America'. ‘How many fruits are here’? The
teacher asked her children when they read the story 'Handa’s Surprise’. Lastly, the
Teacher asked her children while she read the story 'The Very Hungry Caterpillar’.
She said. ‘Can we eat an apple?’
On the other hand, two teachers were asking various questions that focused
mainly on applying, the analyzing and evaluating. An example of evaluating is when
the teacher tried to teach her students how they can use clues to find out the meaning
of the words or even the pictures. In this example, she was referring to the word cat.
She said: 'Another way say how to know this word, sometimes help us figure out
what a word is that we don’t know. As in this case cat and I see a picture of ‘What’
yes a cat’. She also paused a question ‘Who ate the cake? Do you think it is a
hamster’? Students said: ‘Yes.' The teacher commented and said: 'Hmmm look at the
hamster, he looks upset, right. If he ate the cake, he would be happy, remember we
can use pictures to help us understand the story'.
Another example is that the teacher taught students the word fish. The teacher
asked 'What word is this?’ Students replied ‘It is a fish’. The teacher said: 'How do
you know it is a fish?' Some students were referring to the bubbles that fish makes.
The teacher said: 'You see the bubbles, Ok, another clue is not only is the picture of a
fish but I know that fish starts with a f f f, now look at the word fish . What is in the
beginning? Can we circle the word fish, please? '.
Another teacher asked her children to read certain words before they started
reading the story. She was reviewing the sight words so she was pointing to the
focused word one at a time. These words were displayed on the cover page of the
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book ‘Tec and the Cake’. The teacher said ‘What word is this?' The other 3 teachers
focused on sight words before they started reading the story, and reminded the
children to pay attention to find these words in the book.
13 teachers were reviewing letter names and letter sounds. One of the
examples was when the teacher asked her children to look at the sounds that they
learned on the whiteboard. She reviewed the sounds quickly and then moved on to
reviewing the five vowels which were displayed on the WB. There was a teacher
who assessed her children during circle time through a game called ' I have… Who
has..’ she was giving each child a card of a letter sound and she started the game.
4.3.2.5 Retelling the Story
Only three out of twelve teachers checked for comprehension and acquired
vocabulary by asking their children to retell the story that they just read. Two of
them were simply encouraging their children to retell the story in Arabic first so the
other students can understand. One was reading a story of ‘Handa’s Surprise’. Once
the teacher finished reading the story, she asked students to retell the story in Arabic
first then they needed to say it in English. Another example was from another teacher
who read the story ‘No Sid No’ she asked her students to retell the story in Arabic. A
couple of children were able to retell the story in Arabic and then only one girl was
retelling the story in English to the whole class. Only one teacher asked their children
first to look at the story map of 'Tec and the Cake’ to remember the sequence of the
story then paired up to their friends to retell the story.
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4.3.2.6 Reading Comprehension
Fourteen from the 17 teachers read a book in small groups. Seven of them were
reading ADEK Alphabet Books that have pattern language recognition whereas 4 of
them were reading a book related to the theme- two were about counting and the
other two were about transportation. The rest were about reading electronic stories
that are on the Raz-kids. During the reading, the teachers, in general, were assessing
their kindergarteners on how they turned the pages, showed the space and period,
used their fingers along with their reading, circling, identifying or pointing to the
letter sounds or the sight words in a sentence.
4.3.2.7 Emerging Writing
Thirteen from the 17 teachers asked their children to draw something related
to the story that they read ,either as a the whole group or in a small group. For
instance, a teacher read a transportation book with a small group, she read with them
and asked each child to take turns in reading. The moment they finished reading the
story, she assessed them. She asked them to draw one of their favorite vehicles. Here
is an example:
The teacher asked her students: 'Which one is your favorite, which one you
liked the best, which one do you like to write about? bus, train, boat, plane or track,
which one do you like the best?’ A child said ‘a bus’. Then the teacher said ‘Do you
like the bus? so let's find a bus, you will use this one'. The teacher gave her a book to
look at. Then, the teacher asked a child ' Will you read it first, then you need to draw
your bus, which shape do you need to make your bus? What else does the bus have?
what are these? Ok. Can you write this sentence here? So, we start here with what
word'. Correspondingly with transportation, a different teacher read an electronic
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story of 'Different Modes of Transportation’ on the Raz-kids. With the start of the
activity, she sent two groups into two different centers one at the writing and one at
the art center. She sent the first group to the writing center and asked them to write
and draw the transportation upon the story they had read. Another group was sent to
the Art center, they asked to take a picture of one of the forms of transportation they
like. Both centers were required to write on it as the teacher was monitoring them
and assessing them when they needed it. In the same way, there was a teacher asked
their children to draw a body and label the names of each part after they finished
reading 'I can Draw a Bunny’. Besides that, there was also a different teacher who
said 'I want you to draw a picture of an animal, only one of your favorite animals that
is the story and draw the fruit that animal likes’. This was after she read the story
‘Handa’s Surprise’.
Another teacher was assessing her children in their writing. She first showed
them large cards and each card has one of the sight words such as 'I, can see a'. After
that, she placed each card on the table once they finished reading it. Afterward, she
attached a picture of the dog at the end. Then, she revisited the sentence and asked
them to re-read it. Students applied this activity by receiving a set of small cards with
pictures and each picture has a thing that starts with the letter 'Dd'. What they had to
do is to make a sentence with the right order. Just once they did this, they had to
read it to the teacher. After they mastered it, they applied this on a different paper
where they had to write the whole sentence independently.
The other three teachers asked their children to draw the story. For example,
one of the teachers read a book on 'Australia’. She said: ‘Now you will go to the
English table, you will make anything related to Australia, then you will share with
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the class what you learned about Australia’. The same thing happened with another
teacher when she asked their children to draw their favorite part from the story ‘Tec
and the Cake’. Similarly, with this teacher who also read a story of ‘The Very
Hungry Caterpillar’ in a whole group, she asked one group to draw one or two scenes
from the story. Then, she took her focused group and read with them an electronic
story of the letter ‘Qq’. She read with them and assessed them when they read. She
asked them to bring their journals and write the letter with its picture. These types of
activities did not require writing, there were only drawings excluding the last activity
which involves writing exercise.
The rest of the teachers were reading the ADEK Alphabet Book, they
commonly asked them to go to the writing center and draw and write a sentence or a
couple of sentences related to what the book was about. One teacher when they read
ADEK Alphabet Book of the letter T, asked the children to make a tent. They made
it together. Then, she showed them a page of a tent with a sentence on it. She asked
them to copy the sentence independently.
4.3.2.8 Classroom Presentation
Twelve out of 17 students shared their work with the class. Showing their work
normally took between 10 to 15 minutes. They were presenting their work as a
group and the teachers most of the time asked what they drew and what they wrote.
Two teachers were running out of the time, so they did not ask their children to
present their work but they monitored them while they were at the centers.
None of the participants gave their children time to reflect on their work and
decide what exactly areas they need to address more for their next step.
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The following table has a summary of how often KG English teachers
utilized for each assigned strategy in both: reading strategies and reading assessment
strategies. The recommended of reading strateiges and assessment strateigeds
detailed

transcript

can

be

found

in

Appendix

5,

6,

7

and

8.

Table 9: The Frequency of Implementing Reading Strategies
Teacher 1
Reading
Strategies
Frequency
Example

Phonemic
Awareness
×××
‘Look at the sound
we are learning,
what is this?’.

Print Awareness

××××
‘Look at the picture that
on the front’.

Letter Knowledge

×
‘Who can circle the letter f
for fish?’.

Oral Language

××××××

×××××××××××××××××××××

'What does the picture remind you of?'.

Guided Oral Reading

××××
‘Let’s open up the
book, pencil on the first
page’.

Vocabulary Development

××
‘crumbs, sometimes when we eat a cookie
we make crumbs’.

Teacher 2
Frequency
Example

×
‘What sound is
this?’

×××××××××
‘Who can show me the
title of the book, where is
the title?/

××
'This is a q, for a queen'.

××××

×××××××××××××××××××××

'How many apples did the caterpillar
eat?'

×

××

Let’s read our sentence,
this is a queen’.

‘Who can read this word?’

Teacher 3
Frequency
Example

××
‘what about teeth,
what does start
with?’

×××
‘Today we will read a
story, ‘I draw a bunny’.

×
‘Can you find for me b b?’

××××××××××××××××××××
‘Show me your ears’.

×××
‘I draw a bunny, I draw
the ear’. T started to
read the story to the
whole group

××××××
'We have a story to read today but first, we
will review our words that might be in our
story'.

103

Table 9: The Frequency of Implementing Reading Strategies (Continued)
Teacher 4
Frequency

×
‘Handa’s Surprise,
the title everybody
reads with me
Handa’s Surprise’.

Example

×
‘Can you highlight the letter
j?’

×××××××××××××××××××
‘Which fruit she will like best?’

×
‘Handa put 7 delicious
fruit in a basket’ T
started to read the story
to the whole group

××××××
‘This word is called passion’

Teacher 5
Frequency
Example

×
‘What sound does it make’
she was pointing to D
sound

×××
‘Where is the
capital letter?’

××
‘Point to the letter d’.

×

××××××

‘What is this?’

T was introducing pictures that start with
D ‘ dog, duck, drum,..etc.’

Teacher 6
Frequency
Example

××
‘ What is the first sound?’
she was referring to the bus.

××
‘ We can get in a
car and we can
drive away.’ ‘
what we have at
the end?’

×
'What letter does the car
make?'

×××××××××××××××××
‘What is the first think of when you
heard transportation?’

‘

Teacher 7
Frequency
Example

×××××××
‘ What sound does America
start with? ‘ what does that
sound at the end?’

×××

×××××

‘Turn the page,
put your finger at
the first word’.

×××××××××××
‘What letter is this?’ ‘ This is
a capital A’

××××××××××××
‘What country are you learning about?’

×××××
'Let's read, This is an
America'.

×
‘Let’s read quickly our sight words’.
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Table 9: The Frequency of Implementing Reading Strategies (Continued)
Teacher 8
Frequency

×××××

Example

×××××

‘ How do we open
the book?’

×××××
‘Point to the word is’.

×××××××××
‘Where is Australia?’.

××××
‘Open your book,
where does Ms.
Basema put her
finger?’

‘

Teacher 9
Frequency
Example

×

××××××××××××

‘What is this sound? She
was sounding out each
word ‘ hat, cat, van, bat,
mat’.

××

×××××

‘Can you turn the
page?’ ‘Where do
we start?’

××××××××××××
‘Can you find on this page,
letter m?’

××××××××××××××××××××
‘What is this?’

××
‘Let’s read, this is a
bus, teacher was
reading the book.

‘

Teacher 10
Frequency

××××××××××××
××××××××

Example

‘What is the name of this
letter?’ ‘what is the first
sound?’

×××××
‘Can you open the
book? Use your
finger to read
words’.

×××××××××××××
××××××××
'Who
remembers
these
letters? What these letters
are?'.

××××××××××××××××
‘What is this?’

×××
‘Can you read the first
word?’

××××××
Showing the cards of Dd sound ‘ This is a
dinosaur, d d ‘.
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Table 9: The Frequency of Implementing Reading Strategies (Continued)
Teacher 11
Frequency
Example

××
'Let's sing a song of sound'.

×××

×××××

‘ Today we going
to read a new
story, who can
point to the title of
this story?’

×
‘What is this letter? She was
referring to N.

××××××××××××××××××××
××××××××
‘What did you see in the picture?’

Teacher 12
Frequency
Example

××××××××××××

×××××

' I am going to give you a
card with a letter on it when
I gave you the care, I want
you to place it on the floor,
ok. I have … who has and
Ms. Candace is going to
start'.

‘What is this?’
She was referring
to the full stop.

×××

××

×××××××××××××

‘ What is this? What is that
period tells us to do?’

×××××××××××××××
‘What did you see in the picture? What
is in that picture?’.

×××××
‘ What part of our body
that do we use to see
with?’

×××
‘Plumber’ T showed the picture and
explain that by saying’ remember when
we had water in the bathroom that lacking
on the floor, we have to a plumber to
come and sock the water’.

Teacher 13
Frequency
Example

×××××××××
' Noor, can you find letter
T, what sound is this?'

×××

×××××

‘ Put your finger
on the first word’.
‘when my
sentence is
finished, what we
have to put?’

××××××××××
‘What is the letter name? can
you find the lowercase a?’.

××××××××××××
‘What do you see?’

×××××××
‘ I see a tent, I see a
tiger’ T read the book
to her focused group.

×××××××
' Who can tell me what is the name of this
picture?' she was holding a tent picture.
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Table 9: The Frequency of Implementing Reading Strategies (Continued)
Teacher 14
Frequency
Example

×××××

×××××

‘ Alright, today we are
going fist to sing our song
of sounds to help us learn
English? ‘ what sound does
t make?’

×××××

T used a pointer and asked
students ‘ what is this letter?’

××××××

' Turn and talk and think of anything
that starts with t?'. The teacher asked
students to turn and talk to discuss
things start with T

' Who can match the picture with the
word'. The teacher was holding pictures
of letter T with some words

Teacher 15
Frequency
Example

×××××××××
‘What sound is this
Modhesh?’

××××××××

××××××××××

‘ Turn the page,
what is this at the
end?’

‘ Can you find the uppercase
of D?’

××××××××××××
‘Which picture does start with T?’

×××××××
‘I see a tent’ T read a
book of letter T.

××××××
‘ What is this?’ she was showing them
cards of letter t ( tiger, television,
teddy…etc.).

Teacher 16
Frequency
Example

××

××××××

‘ What is this sound? Can
you do the movement?’.

××

‘ Show me do we
open the book
from left to right
or left to right?’.

×××××××××

‘ Can you point to the letter
O?’.

‘What is this?’ she was reefing to the
octopus

×××××
‘ I will read and you
need to follow along
with me?'

××××××
T was introducing some pictures of O
sound ‘ what is this? Who can tell me?’.

Teacher 17
Frequency

×

Example

Total

×××××

‘ Put your finger
on the first word’.
76

80

××

‘You are going to search these sight
words in the book’. She was referring
to ( of, the, a, and).
90

299

‘ What is this?’ She was pointing to the
jelly for letter J.
41

52
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Table 10: The Frequency of Implementing Reading Assessment Strategies

Reading
Assessment
Strategies
Frequency

Phonemic Awareness

Example

‘ What sound does fish start
with?’

×

Frequency

Example

Letter
Knowledge

××××
×××
‘ Where do we
start?’

' What does the table start
with?'

Teacher 1

‘ Do you think it was a hamster? Who
ate the cake?’

Teacher 2
××××××××××××××××

×
‘ Who can show
me the title of
the book?’

××

Questioning

××××××××××××××××××××

××××

Example

Frequency

Print
Awareness

Retelling
Story

Reading
Comprehension
×

‘Turn and
talk with
your friend
about what
we have just
read’.

‘ Can you find
b?’

Teacher 3
××××××××××××××
‘ What is the part here?’

Classroom
Presentation

×××××

×

‘ Circle the word
cake’.

‘ Who can share
their favorite part
from the story,
what do you like
the most?’
×

' What can you see in the picture?'

××

Emerging
Writing

‘ You will write the
sound q with its
picture’. She was
giving them a small
book of letter q.
×××××××
××
‘ Can you see the
picture, what is she
drawing?’

×
‘ Can you draw a
body and label the
name?’

×
‘ Can you tell
your friend what
did you draw?’.

×
‘ Who would like
to share their
work?’
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Table 10: The Freqeuncey of Implementing Reading Assesment Strategies (Continued)

Frequency
Example

Frequency
Example

Frequency
Example

Frequency
Example

Teacher 4
××××××××××××××××××××

×

×
‘ Which fruit my friend may like?’

‘ Where is the
title? Is it down
there or where?
Who can point
to the title?’
××
‘ We would like to review
the letter sounds, are you
ready?’

×××
' Open the book,
where do you
need to put our
finger?'

××××

×××

‘What does this picture
start with?’

×××××××××
‘What sound does America
start with?’

××
‘ What letter is
this’ she was
referring to the
letter Dd.

‘ What is the
first letter?’

××××

××××
‘ Can you start
first please, turn
the page
everyone starts
with the first
word Ali, where
is your finger?’

××××

×××××
‘Who can point
to the capital
letter of A?’

Teacher 5
×××
‘ What was our letter of the week?’

Teacher 6
××××××××××××××××××××

××
‘ What are the different modes of
transportation that can we use?’.

Teacher 7
×××××××××××××××××××
‘ Do we have a white house in the
UAE?’

×
T was
retelling the
story, not
the students.

×××××

×

×

‘ Which fruits do
think are in the
basket?’.

‘ Can you write
some words that
start with Jj’ she
was giving them
ADEK book of
letter Jj

‘ Who would like
to start to show
your friends what
did you at the
centers?’

×
‘ Where do we start?
Finger on the first
word, who would
like to read this?’

×
' Can you write two
sentences with the
letter D?'

×
‘ Which group
would like to
start?’

××
‘ What is the first
thing that you can
think of when you
heard
transportation?’
×××××××
‘ Let’s read Maha’.

×
‘ Can you draw one
of the
transportations and
write the name of
it?’
×
‘ Can you draw one
picture from the
book with only one
sentence?’.

×
‘Who would like
to show a class a
picture of
transportation you
made?’.
××
‘ Who would like
to share his/her
writing?’

109

Table 10: The Freqeuncey of Implementing Reading Assesment Strategies (Continued)

Frequency

×××××
‘ Where do we
put our finger?’

Example

Frequency
Example

×××××××××
‘ What is the first sound?’
she was referring to the
word van.

Frequency

×××××××××××

Example

Frequency
Example

Teacher 8
×××××××

××××

××××
‘ Can you turn
the page?’

××
‘ What is the middle sound
of the word Sid?’

‘ Why reading is very important?’

×
‘ What does
this? How can
we say it?’

××××

×××
‘ Who remember what
these letters are?’ T was
referring to the vowels.

×××××
‘ What is this?’
can you say the
letter name?’
××××

×
‘ What do you
see on the
cover?’

×××××

Teacher 9
×××××××××××××××××××
' Which one does not have an 'a' in and
which one has an 'a' in it?'

Teacher 10
××××××××××××

Teacher 11
××××××××××××××××××
‘ What do you think the words say?’

‘ Can you draw
anything about
Australia and what
makes it special?

' Red group will
you please come
up here and talked
to the class what
did you do?'

××
‘ Can you go to the
first word?’ T was
reading to her small
group ‘ it is a bus’ ‘
it is a train…etc.

×××
‘ Can you draw one
of your favorite
transportation and
find the page of
that to write the
sentence?’

×
‘ This group can
you please show
us what did you
do?’

‘ What word is this?
She read with them I
can see a dog.
×
‘’Who can
tell me the
story in
Arabic?’

×

×

‘ I will start reading
one sentence, then
Ahmed will read the
second sentence’.

×

‘ What word is this?’

×

×
‘ Draw and write
three pictures of the
letter D’

×
‘ Who would like
to share their
work?’

××
‘T read the story first
and then asked
students to read it
quietly and said ‘ if
there is anything that
you notices we
missed from the
story?’
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Table 10: The Freqeuncey of Implementing Reading Assesment Strategies (Continued)

Frequency
Example

Frequency

×××××××××××

××××
‘ I have h who has d?’

××××××××

Example

‘ What sound is this?’ she
was referring to a letter
sound a

Frequency
Example

×
‘ What sound is this?’

Frequency

××××××××

Example

‘ What is this?’

Teacher 12
×××××××××××××

××
‘ Can you go
and read the first
page for me.
Let’s got our
pointer?’
××××

×××
' Can you open
the book,
everyone, so we
can read?’

‘ Can you find letter S?’ she was using a
morning message chart

×××
‘ Can you point
to the lowercase
t?’

××
' In English, we
have two letters
big letter and a
small letter, who
can find the big
letter of T?'
××××

×××
‘ Where do we
start reading?’

×××
‘ Where is the
capital letter D?’

Teacher 13
××××××××××××
‘ What picture is this? What is in
English?’

Teacher 14
××××××××
‘ Where is teddy?’

Teacher 15
××××××××××××
‘ What picture is this?’

×××××
‘ What do you see?’

×××
‘ Now we are going
to read the book, I
see a table...”

×
‘ Let’s look up at
our book what is in
the picture?’

×
‘T gave them a
paper that has a tent
on it and said ' what
do you have here?
What is this? What
sound does a 'tent'
start with?'

×
‘ Who can show
us what you
drew?’

×
‘ Can you show
your tent to the
class?’

×
' We will read about
the letter t.'

×××
‘ Who can read the
first sentence?’

×
‘ Your group will
only draw pictures
and name each
picture’

×
‘The teacher
asked the students
to share their
words.’
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Table 10: The Freqeuncey of Implementing Reading Assesment Strategies (Continued)

Frequency
Example

×
' What sound
does 'o' make?'

×××××
‘ What do you see
on the cover?’

×
' It is a big letter or small?' T
was pointing to the O letter

Frequency
Example

×
‘ Who can tell
me this sound?

××
‘ Can you turn the
page?’

×
‘ Can you point o the letter i?’

59

33

Total

68

Teacher 16
×××××
×
‘ Can you see this
‘ What is this?’ She was
picture?’
reading ADEC book for the
letter O
Teacher 17
×××××
‘ What are these?
Who can read these
words?’
1961

×
‘ Can you take a book and write one of the
pages that you like and then write it on your
journal’

×
‘The teacher
asked her class
to show what
they did at the
centers’

‘
49

14

14
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4.4 Results of Question Two on Use in Practice of Interactive Reading Strategies
and Reading Assessment Strategies
The results show that the most often implemented literacy strategy skills were
oral language strategies wherein children are expected to mainly answer the teachers’
questions and communicate with peers and teachers. Most of the teachers tended to
ask children to point to a picture, name or describe pictures in the story. Teachers
also preferred to ask their children to predict the content of the story.
The second most often used three reading strategies were letter knowledge,
print awareness, and phonemic awareness. Indeed, as regards the implementation of
strategies, the majority of teachers preferred to focus on letter knowledge. Teachers
tended to ask children to recognize and name letters of the alphabet and letter sounds
of the story read by them. They also enhanced other knowledge skills regarding this
specific strategy that is pointing to the uppercase letter names or lowercase letter
names. The following most implemented strategy is print awareness in which
teachers track the children to recognize and understand the meaning of punctuation
marks, showing them the direction of the text starts from the top of a page to the
bottom of the page, and understand that space between words shows where one word
ends and the next word begins. The third strategy used commonly by the teachers is
phonemic awareness that includes identifying individual sounds in words either at
the beginning or at the end of sounds in words.
The least well-used strategy was guided oral reading where the teachers read
a passage aloud - either the ADEK book or Big Cat Book. They modeled the reading
then the students reread the text on their own. These books are at their reading level.
They also introduced the story by discussing the title, cover, and illustrator. They
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asked the students to make predictions regarding what they thought the story’s
content would be.
The top three most applied assessment strategies in the EAL kindergarten
classrooms were found to be: Questioning about the story, phonemic awareness
strategies, and print awareness strategies. As for the least used assessment strategies,
these were: Emergent writing, classroom presentations and retelling the story.
4.5 Result of Question Three
4.5.1 Results of Question Three on Variations Between Teacher Beliefs and
Actual Use of Interactive Strategies
When the researcher compared the beliefs on the questionnaire with
implementation during the classroom observations, she noticed that the major
differences were that most of the teachers said they believed in the value of the
identification of the components of a story - beginning, middle and end. This specific
component had not occurred in any of the classes that had been observed by the
researcher. The second component was that most of the teachers agreed that they
encourage students to look at the illustration to help them predict what will happen in
the story. But in fact, the researcher only observed four teachers who implemented
the strategy. Three of the teachers only asked one or two times so it was not clearly
shown that this type of strategy is often implemented in classrooms despite beliefs in
its value however, for one teacher it was observed a couple of times. This teacher
also encouraged students to use context clues to guess the meaning of the word and
sometimes to closely look at the visual clues to describe the character’s reaction.
Again, this is another strategy that the majority of teachers believed was beneficial in
their classrooms but when the researcher observed the classes the implementation
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was not in effect. However, in one class the researcher saw the students’ reaction to
the strategy which showed that the strategy was being used effectively. The final
indicator, which was also rated highly in terms of value was ‘activating the student’s
prior knowledge’. Teachers believed that this was the most commonly used strategy
however, when the researcher observed the classes, none of the teachers observed
implemented it.
The two major differences in the results from the survey and observations of
implementation in the assessment were ‘identifying words that begin with the same
letter’ and ‘acting out the story.’ Although these were believed to have the most
value, when it came to practice, the researcher did not observe these two strategies
being implemented at all. Retelling the story was not often implemented in the
classroom even though, it was selected on the questionnaire as one of the most highly
regarded and valued strategies for the classroom. The researcher in fact, only
observed one teacher ask her class during carpet time to retell the story; first, she
asked in Arabic, but then she asked them to retell it in English.
4.6 Summary of Results
This chapter highlights the findings of this study using a questionnaire and
classroom observation checklist. Important results are concluded from the
questionnaire which was completed by 194 public kindergarten school teachers. The
results clearly point out that English KG teachers use reading-aloud strategies in
teaching reading from teachers’ perspectives. They also indicate other strategies such
as facial expressions to engage children and keep them interested; gestures; pointing
to letters and words to show sounds to be the most essential strategy implemented in
the classroom. The least frequent strategies used by are partner reading strategy and
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implement graphic organizers, looking at the illustrations to predict what will happen
in the story, and reading with the students.
The second section of the questionnaire addresses the use of reading
assessment strategies. Based on the teachers’ beliefs, the majority of them use
graphic organizers, and the use of clapping strategies to identify the syllables in a
word was believed to be the least valuable strategy. On the other hand, the least
frequent reading assessment strategy implanted by teachers is pointing to words in a
sentence, pointing to letters in the story and writing symbols and letters.
On the other hand, observing with 17 participants were conducted. The major
findings that can be seen that the majority of teachers were implementing oral
language strategies which were the most frequently implemented reading strategy.
The next top three reading strategies implemented were found to be: letter
knowledge; print awareness and phonemic awareness. In contrast, only a few of the
participants implemented guided reading. For reading assessment, the results showed
that questioning was implemented the most for assessment purposes. Results also
show that over half of the teachers used phonemic awareness and print awareness.
Reading comprehension and letter knowledge are considered to be the least used
strategy that teachers carried out in their practices. As can be seen from the findings,
emergent writing and classroom presentation are the least used strategies
implemented. Retelling stories was also one of the least used strategies in the
classrooms.
The last chapter will include a discussion of results, conclusion, and
recommendations for EMTs, leadership in schools, curriculum developers and
practice, decision-makers, academic institutions, and conducting further studies.
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Chapter 5: Discussion, Conclusions and Recommendations

5.1 Introduction
Chapter 5 will discuss the research study’s results. The chapter will proceed
with a discussion of the findings of the three research questions and will highlight the
implications of the study on beliefs of the value of teaching and assessment of
reading strategies mandated by the UAE Ministry of Education and their
implementation in the classroom. Following on from this, the chapter will discuss the
limitations of the study and will make some suggestions and recommendations
regarding the implementation of interactive teaching and assessment reading
strategies in the L2 classroom in light of the current literature on early childhood
literacy and the findings of the study within context.
5.2 Analysis and Discussion
The main goal of the current study was to explore the beliefs teachers
attached to the value of reading (teaching and assessment) strategies on learning and
on which strategies were considered to be the most and least important.
The first research question asked:
What are KG English teacher beliefs on interactive teaching and assessment
reading strategies?
Question 1 is related to the teachers' beliefs toward the use of reading
strategies and reading assessment strategies in their classrooms. Concerning the
findings of the questionnaire and the responses related to research question one. The
results show that KG teachers believed that all of the research-based strategies have
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value for early learner literacy development. These strategies include the use of readaloud strategies; use of facial expressions to engage children and keep them
interested; use of gestures; pointing to letters and words to show sounds and
identification of the components of a story - beginning, middle and end, with the
activation of students' prior knowledge which was considered to be the most
important strategy implemented in the classroom. While implementing graphic
organizers, collaborating on reading strategies and the use of clapping strategies to
identify the syllables in a word were believed to be the least valuable strategies. The
results (See Table 1) show teacher beliefs and the weight attached to the value of
each strategy.
Reflecting on the literature review, Abu Al Khair (2014) explained that
teacher awareness about how children acquire languages, when and how to optimize
the use of the spoken language, and how they illustrate academic discourse in the
first and second languages will overall influence the way children learn language and
content. The literature review also thoroughly examined the importance of reading
aloud to this particular group. McGuire (2016) stated that reading aloud helps
children to gain knowledge of a variety of subjects; gain exposure to a variety of
writing styles and structures; acquire descriptive language; discuss special and moral
issues; and learn to control one's actions (Neuman and Bredekamp, 2012).
The second research question examined:
What interactive reading teaching and assessment strategies KG teachers
actually use?
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Question 2 focuses on the teachers' implementation of reading strategies and
reading assessment strategies. The results show that the most often implemented
literacy strategy skills were oral language strategies wherein children are expected to
mainly answer the teachers' questions and communicate with peers and teachers.
Most of the teachers tended to ask children to point to a picture, name, or describe
pictures in the story. Teachers also preferred to ask their children to predict the
content of the story. The second most-often used three reading strategies were letter
knowledge, print awareness, and phonemic awareness. Indeed, as regards the
practice of strategies, the majority of teachers focused on letter knowledge. Teachers
tended to ask children to recognize and name letters of the alphabet and letter sounds
of the story read by them. They also enhanced other knowledge skills regarding this
specific strategy that is pointing to the uppercase letter names or lowercase letter
names. The following most implemented strategy is print awareness in which
teachers track the children to recognize and understand the meaning of punctuation
marks, showing them the direction of the text starts from the top of a page to the
bottom of the page, and understand that space between words shows where one word
ends and the next word begins. The third strategy used commonly by the teachers is
phonemic awareness that includes identifying individual sounds in words either at
the beginning or at the end of sounds in words. The results in the previous chapter
(See Table 2) show the teacher's beliefs on the importance attached to each strategy.
Based on the literature, the current study shows that children need to develop
oral language with printed words and symbols because they are significant
components for later reading (Dickinson and Sprague, 2012). The purpose of school
is to help students positively contribute to and succeed in life- not simply to excel on
tests. Anderson (2012) stated that "The function of schooling is not to enable
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students to do better in school. The function of schooling is to enable students to do
better in life" (p. 281). One way to ensure that schools prepare children for life is by
helping them participate in challenging discussions. It may be that channels should
be open for teachers to share their voice. As Hedge (2014) noted, "perhaps we should
be less concerned with whether they can answer our questions than with whether
they can ask their own" (p. 283). Learning a language is an important element of
cognitive development. Lev Vygotsky claimed that one was, at the same time,
promoting the cognitive development of the child by working on the language of the
child. To do this, the kindergarten classrooms need to place more emphasis on the
production of oral language development and play. A strong oral language
foundation helps children learn to read. Therefore, the pressures that has been placed
on kindergarten children to begin to lay the foundations of reading have to be
reconsidered. The burden that is placed on kindergarten students should be
reconsidered to start reading early in the school year when the priority should be on
developing oral language.
Regarding letter knowledge, print awareness, and phonemic awareness,
several studies support these three strategies. Considerable evidence has shown that
in many typically developing children in kindergarten, measures of alphabet
knowledge and phonological awareness are major predictors of word decoding
ability. One of the most consistent findings in early literacy research was the
predictive nature of both Phonological Awareness (PA) and Alphabet Knowledge
(AK) to reading ability (Vacca and Vacca, 2015). For example, alphabet knowledge
and phonological awareness contributions for reading are reasonable and clear, in
that letters (graphemes) exemplify individual sounds (phonemes), that permits the
sounding out of words (Manolitsis and Tafa, 2011). If the children do not have an
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understanding that these small sound structures are separable, or are unaware of the
letters and associated sounds that represent the information, the children will not be
able to make connections for reading.
Research has also shown that there is a strong correlation between
phonological awareness and alphabet knowledge (Piasta and Wagner, 2010)
especially at deeper levels of phonological awareness. As such, children who have
strong phonological awareness regularly have a better understating of letter names
and sounds. Some researchers recommend that children learn printed language
informally, by immersing themselves in a print-rich environment where they are
exposed to printed language that is used practically and functionally (Miller and
Veatch, 2010). Research by Goldman (2012), supports the contention that many
children can obtain written concepts through environmental print rather than formal
instruction. Piasta and Wagner (2010) discovered that children learned more when
they are exposed to print concepts from "little storybooks" rather than letter-sound
instruction. Manolitsis and Tafa (2011) conducted a study to examine the effect of
implementing a print-rich environment toward the pre-reading and print awareness
skills of selected kindergarten children. Their findings indicated that from immersion
into such an environment, children can learn a great about print concepts. As a result,
many researchers believe that both beginning reading ability and print awareness can
be accomplished satisfactorily by immersing children in an environment that is rich
in print and print use. The study shows that the participants were aware of the need to
develop a print-rich environment and valued it as a precursor to reading.
The third research question examined:
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Are there variations between teacher beliefs on the use of interactive reading
strategies and the realities of teaching reading in the KG classrooms?
The extent to which the strategies were applied in the classroom differed
from one strategy to another. The results show that the most often implemented
literacy strategy skills were oral language strategies wherein children are expected to
mainly answer the teachers’ questions and communicate with peers and teachers.
Most of the teachers tended to ask children to point to a picture, name or describe
pictures in the story. Teachers also preferred to ask their children to predict the
content of the story.
The second most often used reading strategies were three; namely, letter
knowledge, print awareness, and phonemic awareness. Indeed, as regards the
implementation of strategies, the majority of teachers preferred to focus on letter
knowledge. Teachers tended to ask children to recognize and name letters of the
alphabet and letter sounds of the story read by them. They also enhanced other
knowledge skills regarding this specific strategy that is pointing to the uppercase
letter names or lowercase letter names. The following most implemented strategy is
print awareness in which teachers track the children to recognize and understand the
meaning of punctuation marks, showing them the direction of the text starts from the
top of a page to the bottom of the page, and understand that space between words
shows where one word ends and the next word begins. The third strategy used
commonly by the teachers is phonemic awareness that includes identifying
individual sounds in words either at the beginning or at the end of sounds in words.
The least well-used strategy was guided oral reading where the teachers read
a passage aloud - either the ADEK book or Big Cat Book. They modeled the reading
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then the students reread the text on their own. These books are at their reading level.
They also introduced the story by discussing the title, cover, and illustrator. They
asked the students to make predictions regarding what they thought the story’s
content would be.
The top three most applied assessment strategies in the EFL kindergarten
classrooms were found to be: Questioning about the story, phonemic awareness
strategies, and print awareness strategies. As for the least used assessment strategy
identified as emergent writing, classroom presentation, and retelling the story.
Amongst the most common reading strategies implemented by the
participants was print awareness. This is also found in the classroom observations,
where 15 out of the 17 teachers used this strategy. Many teachers used this strategy
when they mostly ask children to point to the words, moving their fingers from left to
right, ask them to turn the pages, show the space and full stop. A summary of the
findings was presented on pages 101 and 104.
There are many reasons why there is such a wide disparity between the
strategies valued and the strategies implemented in use. The findings may suggest
that teachers feel confident in applying strategies - oral language, letter knowledge,
print awareness, and phonemic awareness, but are less confident in applying
vocabulary development and guided oral reading strategy. Alternatively, they may
feel more comfortable in applying guided oral reading strategies than vocabulary
development, or they need more training in its implementation.
Perhaps the major reason for the level of importance given to oral language,
letter knowledge, and print awareness strategies as opposed to guided oral reading
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strategies was that teachers were assured that all children will have a foundation
knowledge of the letters of the alphabet, and knowledge in applying letter sound
skills during the reading process. Alternatively, this strategy can extend beyond the
learners ‘age and level of growth’.
Anecdotal conversation, following the observations, revealed that teachers
were not well versed in applying certain strategies nor did they know where to apply
them with effect. Also, they were confused about how to determine the most
important reading strategies to apply in a range of circumstances. Teachers
commented on the need to provide more training and support in determining when to
use guided oral language, emerging writing and retelling the story rather than asking
remembering questions and how to implement the least favored strategies more
effectively. They also commented on the time required to work on some of the
strategies and on the demands of the curriculum to complete on time.
The findings show that research-based reading strategies can be used as an
effective pedagogical tool in the learning and teaching of reading in kindergartens
and that while teachers agree on their value, some are applied rarely or not at all. The
literature, however, would suggest the need to train and develop teachers further in
the application of these strategies for the value they hold through research (Johnson,
2011; Neuman and Bredekamp, 2012; Robinson, 2013).
The questionnaire results revealed that teachers fully supported the
application of interactive reading strategies for teaching and assessment. The survey
suggested that there were some negative beliefs as to the value of the implementation
of certain reading strategies. A possible interpretation of these negative beliefs is the
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need for training in how to apply these strategies. As such, their lack of knowledge
on how to apply the strategies may not have enabled them to implement them.
Another possible interpretation of the negative belief regarding the
application of the implementation of, for example, the 'graphic organizers' strategy is
a lack of knowledge of the implementation through research and reading.
Consequently, this is worth further investigation to look at the relationship between
training and the implementation of these strategies. From the reading of the current
literature, these strategies do not appear as being valuable for the developmental age
of kindergarten children. These strategies in the name are reserved for children in
Middle School. It may be that this is simply an issue in the use of words, rather than
one of the training, but the recommendation would be for the Ministry to review the
meaning and implementation of these strategies.
A significant finding of the current study was most of the teachers did not
include the teaching of syllables in their implementation and the majority of them did
not stress word rhymes, although these two strategies are important indicators of
success in the MoE learning outcomes for early literacy skills. Most teachers did not
assess children in the retelling of a part of the story by describing what happened in
the beginning, middle, and end which is another point for the Ministry to consider in
reviewing the implementation in the use of the strategies.
However, this finding might be strong evidence of teacher knowledge of this
strategy, as all teachers implemented it. The strategies that were considered valuable
by the participant group and most often implemented in the classroom were those
which are supported in the literature. The strategies most valued and implemented
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are those considered internationally to be crucial to the development of reading in the
Early Years which is promising for Early Childhood Education in the Nation.
Reflecting on the literature review, it seems that Dickinson and Tabors
emphasize the importance of developing print awareness. Their study indicated that
print awareness helps to understand what the concept print looks like, how it works,
and how it carries meaning. These will lead them to become a successful reader.
Another study conducted by Brand and Donato (2012) also supports this claim. They
reported that developing print awareness to young children can underpin the effective
teaching of emergent literacy because they can teach young children the basis or
reading to increase their vocabulary and confidence. Besides that, Miller and Veatch
(2010) described the concept of letter knowledge as one of the skills of early literacy
and it is an essential component of learning to read and write. This skill is essential
for shaping their learning.
Concerned with the importance of using reading strategies in teaching
reading, there is a study conducted by Abu Al Khair (2014) who pointed out that
using reading strategies while teaching reading is important for children, and she also
asserted that it is not enough that teachers just concentrate on children’s acquisition
of reading skills as a decoding method, but they should direct children to connect and
use these strategies to ensure comprehending a text. She stated that it is equally
important to keep English teachers engaged and involved in professional
development and continuous updating of reading strategies in collaboration with
other teachers which will raise awareness of successful reading strategies.
Reflecting on the literature review on the significant of attending workshops
and having PD to teachers. Abu Al Khair (2014) beliefs that teachers’ participation
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in reading workshops is a step to get their experiences, beliefs, effective reading
strategies, and assessment strategies together. Several researchers (Johnson, 2011;
Neuman and Bredekamp, 2012; Robinson, 2013) studied the effectiveness of
professional development in developing teachers' skills and knowledge. It can be
seen that effective professional development programs are closely correlated with
student learning. There is growing compromise amongst researchers (Cohen and
Hill, 2014; Guskey, 2012; Reeves, 2012; Rosemary and Feldman, 2012) that
effective professional development can enhance the achievements of students. The
literature review also thoroughly examined that effective professional development
can also improve the productivity of the teachers.
One of the findings above mentioned that teachers are less confident in
applying vocabulary development and guided oral reading strategy. the teachers'
belief that some strategies are not effective for this particular group, there is en
evidence. Sullivan (2012) pointed out that teachers are responsible for the learning
process and increasing children's awareness and sense of responsibility among their
education. In addition to that, there are other researchers who stressed the importance
to teach all strategies. Friesen and Haigh (2018) noted that it is critical to teach
children how to use reading strategies, and since this aspect cannot be acquired, it
should be specifically taught when many children experience language difficulties as
the content may exceed current abilities and knowledge of the children.
5.3 Summay of Discussion
To conclude this section, although there is no explicit mention of the
drawbacks in the literature on applying reading strategies in the classroom, basked on
the findings of the current study, there can be inferencs made. Selection of reading
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strategy application might consume the time of the teacher as the teacher has to think
about the strategy's application and integrate it into lessons, and this may negatively
affect the teacher's productivity. Another drawback is that the teacher needs to
preplan to ensure that the strategy is appropriately applied to the content of English.
This would not be negatively affected by embedding reading strategies into daily
lessons. The teacher has to devote fifteen minutes daily from the teaching period to
apply reading strategies, and that needs a lot of preparation and accurate planning to
prevent affecting the required English content. The third obstacle is that it may be
problematic to implement the strategies to many children in a classroom. Some
strategies would be better applied by a teaching assistant who can apply the strategy
to a small group. This would mean that the Ministry should employ more support
personnel in the classroom.
5.4 Implications of the Study
Several theoretical and pedagogical implications based on the findings of the
study can be made. The following sections will present three main theoretical
implications. Also, other pedagogical implications will be highlighted that can be
applied in schools.
5.4.1 Theoretical Implications
The current research results are supported by other studies which show that
teacher beliefs impact the extent to which they apply reading strategies in the
classroom and their selection of which strategies they apply and which not (e.g.
Vacca and Vacca, 2015; Heath, 2010; Manolitsis and Tafa, 2011).
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Teachers value teaching and assessment of reading strategies so, according to
the literature, there may have been a significantly positive effect on students’ reading
from an early age.
This finding suggests that there should be further research done on reading
strategies used to improve child reading from an early age. Another theoretical
implication of the study is that it extends the use of reading strategies to an early age
and that this research base should continue to develop and grow. The third theoretical
implication is that the application of reading strategies provides further support for
the Socio-cultural Theory because it encourages dynamic interaction in the reading
classroom and dynamic interaction is one of the principles of Social Cultural Theory.
Dynamic interaction occurs between the teacher and the students when the teacher
interacts and provides learners with frequent and consistent feedback during the
application of reading strategies.
5.4.2 Pedagogical Implications
The main implication of the study is the need to provide training to KG
teachers on the use of different reading strategies. Effective professional
development can affect the ability of teachers by enhancing their quality of
instruction to positively impact early literacy skills attainment by children (Speck
and Knipem, 2015). To be successful, schools should focus on the skills, concepts,
and content that develops and builds the knowledge of teachers to enhance teaching
and child achievement. Professional development should be customized to meet the
needs of targeted groups of learners for attributes such as, dedication to training;
provision of resources for classroom practice for the duration of the training, inclasses instruction, sufficient monitoring and feedback, and follow-up training. This

130
would increase the sensitivity of the teachers to the information presented, the
understanding of teaching concepts and skills, and the ability to transfer these to the
children. Tailored professional development programs for the targeted participants
may be more effective than providing professional development based on
requirements, teacher preferences (Johnson, 2011; Neuman and Bredekamp, 2012;
Robinson, 2013). Standards also include the component of having specialized
training in early childhood. It is important to include a component of specialized
training in early childhood. Providing professional development that focuses on the
early literacy skills that are fundame[ntal to achieve reading would have a positive
impact on children’s reading performance. It should be a priority to distribute funds
for professional development. It is also important to make sure that quality
professional development is received. Professional development can deliver
research-based approaches and provide knowledge that has been shown to have a
significant impact on learning among children.
Early years of interventions at pre-school and kindergarten levels have been
shown to make an impact that can produce moderate to large effects on early literacy
skills and later school achievement (Black and Puckett, 2011). High-quality preschool programs reap positive benefits for young learners in emergent literacy and
vocabulary development (Dickinson & Sprague, 2012).
To support this, there is a study by Abu Al Khair (2014) which pointed out
that using reading strategies while teaching reading is important for children. She
also asserted that it is not enough that teachers just concentrate on children’s
acquisition of reading skills as a decoding method, but that they should direct
children to connect and use these strategies to ensure comprehension of a text. She
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stated that it is equally important to keep English teachers engaged and involved in
professional development and that there be continuous updating of reading strategies
that are required in school, in collaboration with other teachers. This will raise the
awareness of successful reading strategies. She concluded that teacher participation
in reading workshops is a step forward to gathering experiences, beliefs, effective
reading strategies, and assessment strategies together.
5.5. Recommendations
The following recommendations are suggested based on the research findings
of the current study:
5.5.1 Recommendations for ESL Teachers
1. Teachers are encouraged to attend training to further their knowledge of
interactive reading strategies and their implementation in early childhood
settings.
2. Teachers are encouraged to apply reading (teaching and assessment)
strategies and focus on the range of strategies mandated by the MoE to
broaden their scope and implementation.
3. Teachers should continue to value and implement the key interactive reading
and assessment strategies that have a strong research-base.
4. Teachers are encouraged

to discuss strategies that may not

be

developmentally appropriate within the context of UAE kindergartens and
suggest alternative ways of expressing the meaning of the strategy as
appropriate to early learners, and its implementation.
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5.5.2 Recommendations for the Curriculum Developers, Schools and Policy
Makers
1. Kindergarten children should receive a high-quality curriculum experience
that improves their early literacy skills and achievement in reading. Such
early learning has a dramatic impact on the future of the children.
Kindergarten children’s’ progress includes the acquisition of basic early
literacy skills learned in Kindergarten (Neuman and Bredekamp, 2012).
2. Evidence has shown that a high-quality kindergarten curriculum has a greater
effect on the development of early literacy skills (Vacca and Vacca, 2015).
Although research-based quality standards have been developed as guidelines
for kindergarten initiatives, individual programs ought to take steps to
determine areas of weakness that adversely affect child mastery of basic early
literacy skills.
3. Administrators and policymakers will be responsible for ensuring that
procedures are developed and established and also the instructional strategies
research-based are implemented to enhance these areas. The goal should not
be simply to provide kindergarten, but rather to provide a kindergarten
program that meets the children's needs by offering high- quality curriculum
and classroom experiences that result in early literacy skills for child
proficiency. Thus, curriculum developers can then design a curriculum that is
more clearly tailored to the needs of the children.
4.

At the same time, developers need to make sure the assessment reading
strategies are matched to the expectations of the curriculum. Teachers need to
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be trained on how to ensure pedagogically that children are reading at the
appropriate level and that the curriculum is applied effectively.
5. To effectively teach children, the skills necessary for potential reading
success, kindergarten teachers should be trained to early literacy skills
(Hilbert and Eis, 2014). Teacher's Knowledge of early literacy skills is crucial
to successful teaching affecting children's achievement. There is an essential
need to address knowledge of specific skills to provide effective instructions
that will contribute to the child's comprehension skills. Regardless of their
educational background, educators and policymakers will ensure that
kindergarten teachers have these skills. While teachers are often expected to
receive the training required to teach early literacy skills while in college, this
may not be the case.
6. Kindergarten teachers can be given a pre-assessment to decide their
knowledge of these skills and their comprehension. If there are pedagogical
deficiencies in these skills, teachers in kindergarten will then be able to
receive the specific training needed for better instruction. This could reduce
instances of frustration, stress, possibly student retention, and unnecessary
interventions or re-teaching that may result from inadequate teacher
knowledge.
5.5.3 Recommendations for the need of Professional Development
The Ministry, in reviewing the interactive teaching and assessment of reading
strategies should take into consideration the findings of this study and support the
broadening of their scope. The findings showed that KG teachers might not be
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confident in using certain strategies. Therefore, the following suggestions are
recommended:
1. Teachers need effective training in employing early literacy and assessment
reading strategies as appropriate for all children's levels and needs.
2. Teachers should also continue to be periodically observed by administrators
to ensure that early literacy skills are implemented effectively in the
classroom.
5.5.4 Recommendations for Further Research
This study recommends further studies to be conducted regarding the
implementation of reading strategies to either confirm or disconfirm the results of the
current study or to further extend the study to more kindergartens in Al Ain and the
other Emirates. This study explored quantitative data regarding exploring teacher
beliefs as to the value of reading strategies and their use in the classroom through
qualitative observational data analysis. The current study did not cover the beliefs of
learners.
Therefore, recommendations for further study are as follows:
1. Collect data regarding the beliefs of both teachers and learners. With such as
young audience, this could be gathered through play-based scenarios wherein,
young learners can be evaluated through their engagement and enjoyment of
learning using the strategies, to have a clearer vision of the application and
usefulness of reading strategies within the UAE teaching environment in KG.
It is anticipated that the results of this study will be valuable for the MoE in a
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better understanding of teacher response to the value of reading strategies and
their application.
2.

Where certain reading strategies are not being implemented as per the design
of the Ministry, it may be that teachers require training and modeling from
other more qualified teachers to be sure of coverage and maximization of
strategy application.

3. In light of this current study and the gaps in the literature, further research in
the area of early literacy skills is recommended so that teachers can
implement them during literacy instruction.
4. It is recommended that the research for consistency is replicated to further
examine the early literacy strategies implemented in the classrooms in
different Emirates with a similar setting.
5. In a similar setting, to further improve the investigations, teachers' beliefs
surrounding the practice of reading strategies are also recommended.
6. This research should also be replicated with a larger student population
researches should include a wider sample of children. The data for this study
came from a single area to further confirm the present findings.
7. To assess if the improvements in early literacy skills change over the years,
evaluate children’s data beyond first grade. This research only examined 17
classrooms from 4 different KG schools.
5.6 Conclusion
This study sought to explore the beliefs of teachers on the value of mandated
MoE (teaching and assessment) reading strategies and the extent to which these were
then, used in practice. The results showed positive findings based on the quantitative
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data that was gathered through a survey questionnaire. The qualitative observation
findings showed that teachers were applying reading strategies in the classroom –
some with greater effect than others.
From anecdotal comment following on from the observations, it has been
known that teachers are more confident in applying some strategies more than others
and that training in the use of reading strategy application may be of value. Teachers
are encouraged to continue to apply the strategies they believe in and continue to
develop knowledge of others that are less well used to be sure that gaps close in
which strategies are mandated and which are implemented.
Although the KG teachers' educational backgrounds may affect their
knowledge of essential early literacy skills and hence, their valuing of interactive
skills, it is the responsibility of KG teachers and school administrators to develop
capacity in these areas to teach kindergarten children effectively. Phonological
awareness skills are one of the early literacy skills which are a strong indicator of
reading achievement and will have a significant impact on later literacy skills such
as, comprehending, spelling, and reading (Hilbert and Eis, 2014). In key skills areas
such as this, gaps close and kindergarten children must receive an adequate and
varied mix of strategies as fit for purpose, to extend and enhance their reading
opportunities in a high-quality, developmentally appropriate program.
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